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CHAPTER I 
INTRODUCTION NfD JUSTIFICATION 
OF THE PROBLEM 
It was the purpose of this study to develop and evaluate 
a series of lessons, exercises and activities in those factors 
which seem to lead to independent writing in Grade III. A 
program was developed which included methods, techniques and 
activities integrating spelling, phonics, reading, handwriting 
and mechanics of English predicated to successful achievement 
in independent writing. 
a1though the skills being taught in these lessons were 
exactly the same as those being taught in every third grade in 
the country, the writer felt that the program presented was 
integrated in such a way, that is, in a spiral pattern in-
cluding all the basic tools of oral and written communication, 
that as the children progressed in the intensive use of these 
tools, they should be better able to express themselves in-
dependently in writing. 
It was very evident to the writer that in the past few 
years there has been such a concentration on reading in the 
primary grades, that the related areas of the language arts 
seem to have been neglected. This has been particularly 
apparent in the areas of independent writing both functional 
-1-
and creative. It was also evident that if writing independ-
ently and well is to be achieved at any grade or age level, 
the time to initiate it in a well-planned program is when 
children are learning to think independently, to handwrite 
with ease, to spell, and to read independently with interest 
and comprehension. at this age level, they are not self-con-
scious about their imaginations, and are generally uninhibited 
in their expression of ideas. 
In reviewing the literature it was found that many text-
books exhort teachers and students of education to guide chil-
dren to write independently. Ideas and examples of results 
have been given, but, as yet, no plan of action which would 
include techniques, methods and materials for an intensive 
program has been presented. 
Since writing independently requires a solid basic know-
ledg~ of spelling, sentence structure, capitalization and 
punctuation, it seemed to follow that the children should be 
trained to use these tools in specific writings. It also fol-
lows that children must have the experience, personal and vi-
carious, of many ideas in order to write well. Therefore, 
the writer felt that there was a definite need for more spe-
cifically planned materials for presenting lessons and activi-
ties in the factors which seem to lead to independent writing. 
In reviewing the language texts for Grade III, it was 
found that a great deal of emphasis has been placed on spelling 
2 
and mechanics of English. While the texts and workbooks 
allow for writing, most of it is copy and fill-in type of 
materials. In very few cases has the child been allowed to 
think for himself and write independently of textbook or 
workbook help. 
During the years in supervisory work, or during discus-
sions with teachers of young children, it was found that many 
children who had received good marks in spelling and the 
mechanics of English, could not independently write a complete 
sentence or paragraph correctly, thus proving that generally 
speaking,, there is very little transfer of learning in these 
areas. Therefore, the writer decided that there was a spe-
cific need for more carefully planned materials which would 
emphasize the mechanics of English and spelling as writing 
skills, rather than as separate entities. It seemed that if 
the child learned to spell and had an immediate use for this 
spelling, he would be more apt to retain it. It also seemed 
that if, when the child learned the rules for capitalization 
and punctuation, he could use them in his own writing, there 
would be a better chance of understanding. It was also found 
that children of this age level can recognize parts of a sen-
tence, and the complete sentence; however, when writing, this 
knowledge was not applied. It seemed to the writer that if a 
method of presentation which would allow the children to write 
their ideas first, and then write these ideas in correct 
3 
grammatical form, there may be an assurance of the continued 
use of complete sentences in independent writing. 
Along with functional writing, there is a need to give 
teachers ideas and methods of approach to creative writing. 
Many teachers ·minimize the abilities of young children in this 
area because they feel that the burden of creativity plus the 
teaching of the functional skills is too oppressive. It was 
felt that if teachers could be convinced that the children 
could learn the writing skills if they were allowed to write 
more, that they would be mor,e proficient in both functional 
and creative writing. This conviction could only be made by 
giving a sample of teachers the lesson plans which would in-
tegrate these factors, and the worksheets· and activities which 
would be given ~o the children, thus allowing them to more 
easily perceive the theories mentioned above. 
4 
CHAPT.ER II 
A REVIEW OF THE LITERATURE 
AND RELATED RESEARCH 
1. Introduction 
It is of the utmost importance to all children that they 
learn to use all the forms of communication. Mauree Apple-
!/ gate whose enthusiasm for a good language program emanates 
from every word in Easy in English, encourages a forward look 
when she tells us: 
nsuccessful communication requires initiative on 
the part of individuals. It invelves reading out, ex-
ploring ideas, expressing them, and interpreting the 
reactions they produce. It involves interest in the 
ideas of others, listening to them and reacting to 
them~ •••• Except for the reading field, the language 
arts program especially needs overhauling right now: 
it's as patchy as a hobo costume at a masquerade. 
There's a little bit of everything in it, put together 
in a haphazard manner unworthy of the careful planning 
needed by a space age." 
In speaking about the need for a good look at the language y 
program, Burrows asserts! 
.. 
"One drawback in the progress toward integrated 
teaching of language arts in primary grades may lie 
in instructional materials. Hildreth, Taylor, and 
Frackenpohl and others have, for some time, advocated 
!/Mauree Applegate, Easy in English, Row Peterson and Company, 
New York, '1960, p. S. 
2/Alvina Burrows, nchildren's Written Composition,tt National 
Council of Teachers of English (Reprint from Elementary Bng-
!!!h). Illinois, 1960-1961, p. 9. 
-s-
the development of a common core vocabulary to be 
used in all facets of language teaching in the pri-
mary grades. It is possible that in an attempt to 
produce good sequential materials throughout all of 
the grades in the separate aspects of language--
reading, writing, spelling, and handwriting--insuf-
ficient attention has been given to the interrelation-
ships among these various materials at each grade 
level." 
~gain in trying to encourage educators toward reorganization 
of the materials used in the teaching of language skills, y 
Burrows declares: 
hort 
nTeaching should be concerned with the selection 
and organization of materials for a purpose. The pro-
gram should include sharing of written work, sincere 
help in developing social awareness and in formulating 
values, occasional return to literature to examine how 
other people express ideas, opportunity to continue 
writing without interruption when interest is high, 
and ample experience and help in proofreading his own 
work." 
Those who are known in the language field constantly ex-
teachers to constantly bear in mind all the factors that 
influence language growth. ?:./ Strickland after reviewing in-
fluential factors gives one last plea. 
"Since one's language is an intimate part of him, 
all influences that help to build the self affect the 
growth and the use of language. Recagnition is grow-
ing rapidly that the language -arts cannot be separated 
one from the other nor can any-of them for any in-
dividual be separated from the personality and the life 
experience of the user." 
11 In this same vein Wolfe exhorts: 
yLoc. cit. 
a/Ruth G. Strickland, The Language Arts in the Elementary 
School, D. c. Heath and Company, Boston, 1957, p. 65 • 
. 
ynon M. Wolfe, Language kts and Life Patterns Grades 2 
'through 8, The Odyssey Press, Inc., New York, 1961, p. 12. 
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nThe younger they are, the freer they feel to 
speak to us. From the third grade through the sixth 
they are still very expressive. Their secrets are 
not·full of portent or deep sorrow. Hence they speak 
and write much more easily about painful things than 
do older boys and girls. Our opportunity, then, is 
limitless. All we have to do is to establish an ex-
perience program of writing and speaking. Instead 
of giving lip-service to the experience curriculum, we 
should underwrite it with the most realistic kind of 
educational analysis to determine what boys and girls 
really want to write about if only they had the chance. 
This does not mean that we neglect English as a tool 
subject. When and if we achieve a real experience 
program, we shall have better spelling and more correct 
writing in all departments of school life than we had 
ever thought possible." 
In the past few years, since the first Sputnik, the en-
tire country, including those in government, educators, busi-
nessmen and homemakers, have been concerned about American 
education. Elaborate programs in science and mathematics have 
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stormed the country and yet the organization of the langu~ge 
seems to have been overlooked. In his discussion of the in-
dustrial arts De~ey!/ states: t~o material can be adapted to 
an end, be it that of use as a spoon or carpet, until raw 
material has undergone a change that shapes the parts and that 
arranges these parts with reference to one another with a view y 
to the purpose of the whole." He goes on to say: 
11It is significant that the word 'design' has a 
double meaning. It signifies purpose and it signifies 
arrangement, mode of composition. The design of a 
i/John Dewey, Art as .Experience,. Capricorn Books, New York, 
T958, p. 110. 
~Ibid., pp. 116-117. 
house is the plan upon which it ls constructed to 
serve the purpose of those who live in it. The de-
sign of a painting or novel is the arrangement of its 
elements by means of which it becomes an expressive 
unity in direct perception. In both cases, there is 
an ordered relation of many c0nstituent elements. 
The characteristic of artistic design is the intimacy 
of the relations that hold the parts together. In a 
house we have rooms and their arrangement with respect 
to one another. In the work of art, the relations 
cannot be told apart from what they relate except in 
later reflection. A work or-irt is poor in the degree 
in which they exist in separation, as in a novel wher~in 
plot--the design--is felt to be superimposed upon in-
cidents and characters instead of ~eing their dynamic 
relations to_one another." 
In our desire to excel in other fields we seem to have 
overlooked language, the basis for critical, elaborate, and 
!I functional thinking and writing. Rugg agrees with Dewey: 
8 
"If it is ~o 'work,' every structure--either mathematical defi-
nition, scientific formula, or esthetic statement--must be 
soundly designed on the principle of organization.tt 
2. Motivating Children's Writing 
In going over courses of study, curriculum guides, and 
texts in the language arts, one will note that the programs 
have done much to help the children speak well. There has 
been an attempt to develop poise and clarity, and certainly 
natural spontaneity has been encouraged; however, the ability 
to translate these qualities of oral communication into 
!/Harold Rugg and William Withers, Social Foundations of Edu-
cation, Prentice Hall, Inc., Englewood Cliffs, New Jersey, 
1955, p. 452. 
9 
written language has not been so successful. 
y 
Crossley 
points out the importance of this problem when she states: 
"In our enthusiasm for this oral program we must not overlook 
the heavy social and professional penalty experienced by an 
individual who is unable to express himself in writing when 
the necessity arises." 
Educational research is in definite agreement that the 
interest of.the teacher and others involved in the situation 
is as equally important as that of the child. The Commission 
on the English Curriculum of the National Council of Teachers y 
of :English states that: "The sincere interest of teacher 
and children in whatever each boy or girl has to say is the 
most significant element in stimulating individuals to write." 
The sincerely interested teacher will realize that almost 
all children come to school adequately equipped for language 
growth in terms of vision, hearing, organs of speech, and the 
ability to comprehend, according to Wells.~ It is also well 
!/B. Alice Crossley, "Can We Help Children to Write?" Journal 
of .Education, Boston University School of Education .(Febr·uary, 
1957), 139!3,3. 
~The Commission on the English Curriculum of the National 
Council of Teachers of English, Language Arts for Today's 
Children, Appleton-Century-Crofts, Inc., New York, 1954, 
p. 218. 
ycharlotte Wells, nThe Child's Equipment for Language Growth," 
Factors That Influence Language Growth, National Conference on 
Research in English (January, 1955), p. 7. 
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!I 
to note here that McCarthy warns us that the varying amounts 
of lan~uage experience given at home are observable in the 
varying degrees of language skills perceptible in school-age 
children. Families with a great interest in reading, conver-
sation, family get-togethers for the purpose of enjoying each 
other's ideas, and those who allow a certain freedom of ex-
pression, are more apt to produce children who will easily 
~row in oral and written expression if given the opportunity. 
For those who lack the experience of a cultured, articulate 
and litera~e home, the school must try in every way to compen-
• • . • h t y 
sate, s1nce 1t 1s apparent t a : 
"Through listening, speaking, reading and writing, 
as a child or as a maturing or a mature person, the 
human being makes constant use of his equipment for 
language as a means of getting along with others and 
as a connecting link between himself and the society 
in which he lives." y 
McCarthy goes on to explain that teachers with sincere 
interest have many varied means at their disposal to motivate 
children. Within the classrooms they can provide many real 
and vicarious experiences, and can employ innumerable practical 
motivational devices. Many ideas are offered by experts in 
the field, and then again, many will grow from real interest 
in the ideas and self-expressions which each member of the 
!/Dorothea McCarthy, "Home Influences,n Factors That Influence 
Language Growth, National Conference on Research in English 
(January, 1955), pp. 8-15. 
Y,I bid • , p. 8 • 
~Ibid., pp. 8-15. 
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class offers. Interest on the part of the teacher can be 
demonstrated in many ways. 
!I 
Numerous writers agree with John-
son and Bany, who suggest that pupils be released from the 
usual requirements of English usage and spelling. In keeping y 
with this idea Lenski offers the following: "Emphasis on 
rules is sure to stifle creative thinking. Rules and tech-
niques should be discussed and taught at some other time, not 
during the period of creativity. n 
M • y . . wh h ttm.. art1n agrees on th1s po1nt en s e asserts: ~yuen a 
child is doing personal writing we do not make any suggestions 
or give him any guidance unless he especially requests it." 
In this same vein, the author believes that the sharing period, 
so prevalent in today's schools, helps to establish the habit 
of creative thinking. 
It is an accepted fact that children must be allowed to 
speak £reely and confidently if there is to be development in y 
language. Strickland very strongly exhorts teachers in the 
following words: 
"The first efforts of the teacher in the primary 
school are planned to help each child feel comfortable, 
YLois v. Johnson and Mary Bany, nchanging Attitudes Toward 
Writing Activities,tt Elementary English (January, 1956), 
33:33, 37. 
'ijLois Lenski, ttHelping Children to Create," Childhood Edu-
cation (November, 1949), 26:3, 105. ' 
2./Mary R. Martin, "Children Learn to Wt;ite,tt Elementary Eng-
lish (March, 1949), 26:3, 126. 
±/Strickland, op. cit., pp. 131-132. 
relaxed, and at home in his new school environ-
ment •••• It would be impossible to overemphasize 
the value of informal room arrangement and or-
ganization to a good program of language growth, 
e·specially in the primary school. No development 
in ~merican education has been more detrimental 
to good language growth than the traditional pat-
tern of screwed-down seats arranged in rows so 
that each child lived and worked in a little island 
of isolation as completely cut off from the fellow-
ship of his group as it was possible to make him. 
Children, as well as most adults, talk better in 
informal, face-to-face contacts than they do in 
highly formalized, impersonal situations. There is 
nothing inspirational about talking to the backs 
of heads and nothing more terrifying to many chil-
dren than to be required to stand before an imper-
sonal mass of faces, dotted at even intervals through-
out the length and breadth of a large room. Even 
children who speak freely and well in out-of-school 
situations find adjustment difficult in the formal-
ize.d atmosphere of such a classroom. n 
12 
!I Creative thinking, according to Towle, requires large 
blocks of time. The teacher should encourage the children to 
stop long enough to review and talk over what has been seen, 
heard, or done. During discussions the children should be 
allowed to write ideas if they wish. After the discussion is 
over and the ideas written, time should be allotted for think-
ing and the formulation of ideas before the actual writing 
begins. Then when the writing begins, there should be no dis-
turbance until it is completed and the child is satisfied with 
his accomplishment. 
Beyond providing enough appropriate books and materials, 
and sufficient time and help for using them, there must be in 
1 Carolyn· Towle, "Nothing to Write About,tt American Childhood 
May, 1956), 41: 25. 
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Strickland's words, " ••• content of some kind, if skills are 
to be acquired in form for use. Consequently teachers. are em-
phasizing increasingly the interrelationships between the con-
tent of social studies, science and literature and the skills 
which are means to ends in dealing with the content .u Motiva-
tion arising from daily personal and social needs along with 
the daily curriculum makes the need for learning the skills of 
functional writing both reasonable and apparent to the child. 
One cannot overemphasize the role played by the classroom y 
teacher in motivating children's writing. Gerstle asserts: 
uThe absence of fear regarding reception, and the relaxation 
of teacher-pupil relationships and pupil-pupil relationships 
within a classroom are powerful forces in the motivation of y 
writing.n Strickland stresses: "Teachers teach children to 
express their thoughts or to conceal them, to be sincere and 
outgoing, or to be cautious and hypercritical." She believes 
that the teacher's attitude of friendly encouragement influ-
ences to a considerable degree the attitudes and expressive-
ness developed by the children in her classroom. 
YRuth G. Strickland, rtSchool Influences," Factors That Influ-
ence Language Growth, National Conference on Research in Eng-
lish (January, 1955), p. 22. 
~Dorothy Holley Gerstle, Motivating Written Language in Fifth 
Grade With Suggestions for Sixty Lessons Based Upon Social 
Studies, Unpublished Master's Thesis, Boston University, 1956, 
p. 9. 
ystrickland, op. cit., p. 18. 
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A teacher must create a climate where writing of any 
!I 
kind comes naturally, according to Applegate. Growth will 
come with writing. The main interest should be in what writing 
does to help the child and not in the end product. As the 
child grows he loses his spontaneity. Teachers in the primary 
grades can help children to keep their natural enthusiasm and 
spontaneity by making the writing of stories and poems fun. 
Tidyman and Butterfield~ tell us this same thing about 
children: A teacher should ttovercome natural reticence in 
giving expression to intimate thoughts and feelingstt as pre-
vious experiences may not have encou~aged written self-ex-
pression. The freedom.to write should always be a normal 
occurrence. 
A teacher must provide a setting where children. can write 
freely and happily, and have sharing opportunities, accGrding 
to Ferebee.2/ The creative power is within children: it must 
be released in a natural activity which is fun. Good writing 
containing action, good word choice, effective beginnings and 
endings then will come naturally. 
According to Sutton-Smith~ an atmosphere of permissive-
1/Mauree Applegate, Helping Children Write, International 
Textbook Company, Scranton, Pennsylvania, 1949, p. 6~ 
2/Willard F. Tidyman and Marguerite Butterfield, Teaching the 
ranguage Arts, McGraw-Hill Book Company, Inc., New York, 1951, 
p. 189. 
!/June·n. Ferebee, "Learning Form Through Creative Expression,u 
Elementary English Revi·ew (February, 1950), 27:2, 73. . 
i/B. Sutton-Smith, "Creative Writing: Writing What You Like 
and Liking What You Write,tt :Elementary English Review (Decem-
ber, 1953), 30:8, 499. 
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ness, encouragement, and acceptance by teacher and pupils, is 
necessary before children should be expected to write. In 
order to develop a child's desire to write, the teacher must 
continuously encourage and stimulate. He goes on to say, ttLet 
children write what they like and you, as a teacher, should 
like what they Yite." 
Applegate who is always so enthusiastic in her under-
standing of children's writing gives us some very good sugges-
tions for creating an atmosphere where ideas can grow natur-
ally. 
"1 .. Read often to children and appreciate together. 
2. Observe and appreciate little things around you. 
3. Appreciate and praise children's writings. tt y 
Throughout her text Applegate suggests many techniques for 
fostering independent writing in th·e classroom. Music can be 
played in the background and no on~ is allowed to disturb any-
one else. A part of the classroom can be made into a writing 
corner where a child may be alone with his thoughts. A name 
could be given to it for fascination. The good parts of a 
story may be emphasized in color rather than the poor parts; 
mechanical errors are then minimized. 
!/Applegate, Helping Children Write, op. cit., p. 17. 
' ~Ibid., pp. 23, 101. 
., 
3. Listening, Thinking, Speaking--A Basis for Writing 
In 1928, Rankin!/ stated: ttListening, or the ability to 
understand spoken language is the most frequently used of the 
language arts. n 
?:I In 1960, Applegate wrote: 
'•I£ Mark Twain were .l-iving today, he might define 
listening as hearing with a college education--but not 
if he had been "teaching college classes lately; Will 
Rogers, with that wry grin of his, might have said 
that listening is what a woman does when she's not sup-
posed to hear. Bob Hope. might quip that listening is 
what women do before marriage, men afterward. A col-
lege professor might define listening as purposeful 
hearing, thereby demonstrating the reason why his stu-
dents have trouble listening to his lectures. But the 
most modern definition of listening I have ever found 
comes from a sixth-grade boy who wrote, 'Listening is 
tuned-in hearing.'" 
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According to Hildreth,Y "The child who is accustomed to 
listening has formed the habit of listening ahead, like the 
stenographer or telegrapher preparing to take dictation or re-
ceive a message. He is prepared to anticipate and to infer 
what comes next.u 
Dawsoni/ agrees on the importance of listening: 
!/Paul T. Rankin, "The Importance of Listening Ability," 
English Journal (October, 1928), 17:623, 30. 
~Mauree Applegate, Easy in Bnglish, op. cit., p. 87. 
l/Gertrude Hildreth, Teaching Reading, Holt, Rinehart and 
Winston, New York, 1958, p. 60. 
!/Mildred A. Dawson, Language Teaching in Grades 1 and 2, 
World Book Company, New York, 1957, p. 36. 
"Though children learn much through their own 
observation and active participation, they also learn 
much through contact with their fellows. They profit 
from conversation periods in which classmates relate 
firsthand experiences, or reproduce stories and 
verse heard at home. New interests may be born, so-
cial attitudes improved, and concepts broadened as 
the children tell one another about their personal 
experiences. Thus it is that listening becomes so 
important a phase of the language curriculum. 
In the sequential development of the four 
language arts, listening comes first as the baby hears 
the sounds about him and gradually learns to attach 
meaning to them. Thus listening lays the groundwork 
for subsequently learning to speak, to read, and to 
write.n y 
Mauree Applegate again tells us: t~istening to the 
power of spoken words, while definitely a pleasure, is at the 
same time ~n inspiration, a depth bomb, and a stirrer of 
sluggish souls.tt Later on in her text, in discussing listen-
. . 1' t• t t• . t h y 1ng 1n re a 1on o crea 1v1 y, s e declares: 
'"Listening in order to create is the highest form 
of lis~ening skill. Such listening-goes out and-be-
yond someone else's di~ections, yet builds its founda-
tion on them. It is listening tailor-made to each 
individual's ability to think for himself, yet to 
create on someone else's suggestion, a much-needed 
skill .in the space age.'' 
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y . 
Hildreth exhorts the development of attentive aistening: 
"The habit of attentive listening can be developed 
through conversation, story telling, dramatization, 
play, the phonog~aph, the piano, band instruments, and 
songs, poems, and rhythms--all of which provide natural 
ear training. The teacher should talk interestingly 
to the children in language they can understand." 
!/Applegate, Easy in English, op. cit., p. 116. 
Y.Ibid., p. 118. 
YHildreth, op. cit., p. 178. 
In discussing ways to improve listening skills, 
!I Hildreth suggests: 
ttListening to poetry and reciting favori~e 
verses is not only enjoyable and relaxing for young 
children but one of the best means of building 
language ••••• Discussion of the poem guides the 
children's thinking and prompts them to ask ques-
tions and to supply answers. From listening to 
poems and reciting them, the children ~ill be 
prompted to make up their own rhymes, incidentally 
developing more skill in using language." 
In consideration of the fact that a child must think be-
Y fore he can speak or write, Applegate encourages: 
"Learning to think is a long, slow process begun 
in the home long before the child understands what 
he is learning. I know of no expenditure of time 
that pays such dividends of improved behav1or as does 
thinking through a problem with a yaung child. Most 
adults tend to underestimate a young child's ability 
both to think and to draw conclusions." y 
Lowenfeld agrees with the following! 
" •••• the mind, as it were, never stands still. 
The imagery expands with the creative prGcess like 
in a chain reaction. In early childhood this flu-
ency of imagination deals mainly with the continu-
ously developing responses toward subject matter and 
the flexible use of concepts.' •••• As the child grows 
older, the same 'chain reaction' also develops in 
the use of materials and techniques." 
anderson,~ who devised the scale used in this disserta-
tion, made this statement: 
Yibid., P· 18o 
~Applegate, Easy in English, op. cit., p. 5~. 
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~Viktor Lowenfeld, Creative and Mental Growth (Third Edition), 
The Macmillan Co., New York, 1957, p. 422. 
4/Bleanor M. Anderson, Construction and Evaluation of a Scale 
Tor Creative Writing, Unpublished Master's Thes1s, Boston Uni-
versity School of Bducati~n, Boston, 1957, p. 130. 
n:slaborative writing is a form of fluent ex-
pression which summons a variety of appropriate, 
related thoughts including the following: a flow 
of ideas, clearness of expression, clarity in sup-
porting details, colorful detailed ideas, and is 
full of life and unrestrained." 
Anderson!/continues to say: "Elaborative thinking is at the 
core of elaborative writing. The more ideas one has, the 
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more fluent is the expression of them. EmbelliShed details 
that show feeling and thought contribute to the overall quality 
of the composition." 
In order to express one must think. ?:! As Dawson states: 
"The expression must come from within; that is the words come 
as a result of the speaker's or writer's persona~ thinking 
and feelings.n 
11 Anderson agrees in her statement: "The essential ele-
ment is that the child is saying something he feels the need 
and the urge to say, something that is the result of his own 
experience, his Own thinking and feeling." 
y 
Delaney bemoans the fact that teachers have not worked 
in this area: 
i/Ibid., p. 58. 
?:/Mildred A. Dawson, Teaching Language in the Grades, World 
Book Company, New York, 1951, p. 246. 
2/Anderson, op. cit., p. 130. 
1/Margaret Delaney, A S~ries of Exercises in Elaborative 
Thinking in Composition, Pl~nning, Service Paper, Boston Uni-
versity School of Education, Boston, 1950, p. 4. 
ttBlaborative thinking has long been recognized 
as one of the objectives of educational instruction, 
but not enough has been done to lead the pupil to 
develop his elaborative and associative powers. The 
writer has found that very little has been done in 
this field of elaborative thinking in composition 
planning for students at any grade level." y 
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Durrell agrees with the above. He asserts: "At pres-
ent, although there are many questions in study guides which 
call for elaborative thinking, the ability is usually taught 
incidentally, if at all." 
ttrf a child can be encouraged to think in terms of thought 
patterns so that the flow of ideas can be assembled better on 
paper, written composition would become less of a task to him,tt 
adds Brownrigg.6/ 
y 
Applegate, who has given a wealth of ideas to teachers 
to stimulate thinking in children gives us the following to 
ponder on. In speaking about questions she states: 
"The effectiveness of guiding children to think 
depends on skill in asking questions. A question 
that implies the answer is of no help in teaching 
children~o think, and yet how often do we phrase 
our questions so t-hat the an·swer is implicit in the 
questions? •••• In leading children to think, phrase 
your quest·ions in such a way that a child will have 
to think in order to answer them. Thought-provoking 
questions must be carefully worded." 
yoonald D. Durrell, nThe Development of Comprehension and In-
terpretation,n The Forty-eighth Yearbook of the National Society 
for the Study of Education, Part II: Reading in the Elementary 
School. University of Chicago Press, Chicago, 1949, p. 202. 
~Helen R. Brownrigg, An Evaluation of Exercises in Written 
Composition Planning, Unpublished Master's Thesis, Boston Uni-
versity School of Education, Boston, 1950, p. 4. 
2/Applegate, Easy in English, op. cit., p. 58. 
When speaking about the acquisition of facts in relation 
to writing about them, she!/ adds: 
nThinking makes sense for children; makes sense 
out of the chaotic mass of facts to which they are 
subjected in the elementary school; makes common 
sense, too; action that is born of thinking is likely 
to be better than precipitous action. 
But thinking is a learned skill--don't forget 
that. It must be taught consistently by the home 
and the school if it 1s to be used. • ••• Facts are 
not enough; children must use facts to think with 
and learn how to think with their facts." 
With one last exhortation, ~pplegate6/ concludes: 
"In the final analysis, people win wars with 
their heads and their spirits--sometimes even with-
out guns. 
I believe that teaching our children to think 
is an absolute necessity. Too bad that life cannot 
issue a manual so that we teachers could teach our 
children to think without having to think ourselves.n 
When one reviews the literature in the language arts one 
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finds definite agreement that the facets of communication are 
listening, speaking, reading and writing respectively. There-
fore, in order to write well, one must speak well. Apple-
Y gate agrees when she states: 
"Each of us is an original, and our speech 
written or spoken must be ours, not everybody's; 
must bring our own individual slant to any idea 
through our own word pictures.. If we all wore 
uniforms, how monotonous~ As you read in the In-
troduction, this book got its name from a Japanese 
student's bringing a fresh new meaning into an old 
idea. The term 1'easy in ..English' is sheer poetry 
Yibid., p. 77. 
2/Ibid., p. 52. 
and capable of as many interpretations as there 
are readers. Children, like foreigners, because 
they are not yet set into stereotypes, bring fresh 
new expressions to our language. Let us help them 
to become adult speakers and writers who· have not 
lost this picturesque way of presenting new ideas." 
!I . McKee comes to the same conclusion: 
" •••• people achieve vari·ous degrees of ,meaning 
in the reading and the listening that they do, and 
•••• they achieve various degrees of exactness and 
clearness ·in presenting their meanings in language 
•••• Communication is non-existent when Qne person 
misunderstands the meaning of the symbols that the 
other speaks or writes. This means that the funda-
mental and essential problem in all talking, all 
writing, all reading, and all listening is the prob-
lem of meaning." 
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y 
Burrows encourages teachers to motivate children to the 
point where they will be at: 
" •••• the starting place for the accumulation 
of many meaningful experiences which are so inter-
esting and vital to children that they want to talk 
about them. It is here that the teacher, watching 
very carefully for manifestations of the individual 
spirit, gives enthusiastic appreciation to any evi-
dence of original and unique expression. Thus chil-
dren are moved to tell their thoughts in a way that 
is truly their own.tt 
In encouraging speaking as a basis for writing, The Com-
mission on the English Curriculum~ declares: 
"At times everyone takes part in discussion, 
conversation, or interviews with only one or two 
others. Children can have opportunities to par-
ticipate in face-to-face situations in school as 
1 Paul McKee, Language in the Elementary School, Houghton Mif-
lin Co., Boston, Mass., 1939, ·p. 507. 
2/Alvina Trent Burrows et al., They All Want To Write, Bobbs 
Merrill Company, Indianapol1s, 1939, p. 9. 
2/The Commission on the English Curriculum, op. cit., p. 114. 
they coordinate their speaking and writing, as 
they make recordings, as they learn to use the 
telephone, and as they ask questions, converse, 
tell riddles and stories, conduct interviews, 
issue invitations, or take messages.n 
!I Wells reminds us that we should remember that language 
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is learned. A child is not born with the ability to put down 
his ideas in written form until he has had ample chance to ex-
press them in his speech. 
·y 
Crossley agrees when she states: 
11The child who has learned to answer questions 
in a complete sentence, who has had practice in or-
derly arrangement of ideas in story telling and who 
has been guided to pause when a thought is com-
pleted, has a basis for writing upon which he can 
lean heavily. 11 
And finally, Applegate2/ comes to this conclusion: 
"We classroom teachers, in our efforts to 
teach children to write, often teach them a stereo-
typed form of writing. ~True, we must do much com-
posite composition, •••• so that children wil~ lea~n 
to express themselves in complete sentences. How-
ever, just as soon as possible •••• we must h~lp each 
child to say what he has to say in his_own way. 
While the children are workin$ on assigned seatwork, 
the teacher, or, in a rural school, an older_pupil, 
can go from desk to desk asking each child what he 
wants to say. tt 
4. Vocabulary 
In order to communicate well each individual has an 
i/Wells, op. cit., p. 1. 
~Crossley, op. cit., pp. 5-6. 
~Mauree Applegate, EverYbody's Business--Our Children, Row, 
Peterson and Company, New York, 1952, p. 176. 
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understanding, speaking, reading and writing vocabulary. Daw-
!1 
son and Zollinger- observe: 
"A major determinant of the interrelationships 
among the language arts is the factor of common ele-
ments. One such element is vocabulary. The words 
that a child hears and understands are the words he 
is li~ely to adopt in his own speech, to read with 
comparat1ve ease and adequate comprehension, and to 
use in his informal writing. The correlation of vo-
cabulary with each and all of the language arts is 
relatively high. fonything that a teacber can do to 
build meaning vocabulary in one facet of the language 
arts (listen1ng or speaking or reading or writing) 1s 
likely to improve vocabulary in the other three facets." 
The Commission ori--the .English Curriculumy declares: ttThe 
development of vocabulary is a major task of the intermediate 
grades--differentiated vocabular.ies in varipus areas of learn-
ing and in terms of the interests and needs of individual pu-
pils." However, when speaking about young children, the Com-
. . y t m1ss1on asser s: 
"Most teachers would subscribe to the idea that 
talking needs to be tied closely to real experience. 
Then new words become a 12art of the child's vocabu-
lary and the extension of vocabulary, in turn, adds 
accuracy and breadth to the child's future speaking • 
•••• Vocabularies grow as the children grow and as 
they have more need for self expression ••••• Sen-
tences increase in length ano complexity as other 
language skills develop. n y 
Wolfe encourages the development of vocabulary in young 
children as a communication value: 
M1ldred A. Dawson and Marian Zollinger, Guiding Language 
earning, World Book Company, New York, 1957, p. 14. 
ycommission on the English Curriculum, op. cit., p. 171. 
]/Ibid., pp. 126-127. 
!/Wolfe, op. cit., p. 295. 
ttRegardless of subject matter, of course, the 
elementary-school teacher is fundamentally engaged 
all day long and every day in teaching reading 
skills. But in developing growth as part of an 
English program, she can most profitably concentrate 
on helping her pupils build a store of highly ex-
pressive words for use in speaking and writing. 
Naturally, at six as at sixteen and sixty, each of 
us adapts his speaking or writing to the subject 
under discussion. Every child varies his linguistic 
reach from hour to hour depending on whether he is 
speaking or writing; addressing his parents, his 
playmates, or his teacher; describing a book, a 
party, a historic event, a simple experiment, his 
puppy's pranks, or a trip with his family. If, how-
ever, he learns to distinguish the concrete from the 
abstract word and to choose the more descriptive and 
therefore more powerful word, he has acquired a perma-
nent tool for clearer thinking and richer self-ex-
pression on all occasions." 
The importance of developing skill in using vocabulary y 
seems to be self-evident in Durrell's words: 
ttThe use and transfer of thinking skills de-
pends upon a knowledge of the concepts and vocabu-
lary in the particular field in which the thinking 
is to be done •••• The person who possesses a wide 
vocabulary of abstract and generalized terms as 
well as concrete and specific words in many fields, 
has more opportunities for application of the higher 
mental proeesses he has acquired." 
2/ 
Weary- agrees that "children will write •••• if they have 
enough basic words to make the attempt worth while." Strick-
Y land clai~s that many types of first-hand and vicarious ex-
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Y 
periences are most valuable in developing vocabulary. Seegers 
1/Donald D. Durrell, ttLanguage and the Higher Mental Processes, 11 
Review of Educational Research (April, 1943), 13:2, 112. 
-
ycarmen Weary, nvocabulary Growth Through Creative Writing," 
Elementary English (November, 1956), 32:7, 445. 
2/Strickland, Factors that Influence Language Growth,op.cit.,p.21. 
yJ. Conrad Seegers, "Children's Experiences in 'vocabulary De-
velopment,n Chapter X, Children and the Language Arts, Virgil 
Herrick and Leland Jacobs, Editors, Prentice Hall, Inc., New 
Jersey, 1955, p. 313. 
/ 
explains: "We must remember that language is learned best 
and vocabulary is initially acquired through first-hand ex-
perience. The farther a concept is removed from first-hand 
experience, the more difficult is that concept.n 
26 
!I 
Pooler gives some suggestions for developing vocabulary 
with writing in mind: 
"It is helpful to spend some time with words. 
With the children's help, many trite words and ex-
pressions may be listed, and along with this a list 
of ones which would be better. These should be kept 
in a notebook so that each child may add to the lists 
as his writing develops •••• Build a list of good words 
which can be used in writing. This list should be 
enlarged as the children progress in their writing. 
One suggestion might be a list of different words 
which have the same meaning. • ••• Have the children 
think of the most beautiful words they know. Each 
child writes his on the board. Have them use as 
many of these as possible in the right kind of sen-
. tences." y 
Knipp agrees: 
nAs teachers become more aware of the confusion 
that arises in children's minds from varying mean-
ings of commonly used words, and learn to anticipate 
and overcome those difficulties, they will help chil-
dren become more observant in reading and become more 
interested in language itself. • ••• Awareness of 
semantics and ability to interpret shades of meaning 
of words should lead both teachers and children to 
more intelligent thinking, clearer expression, and 
to keener observation and greater pleasure in read~ 
ing.n y 
Hildreth stresses the importance of building .a background 
1 Edward c. Pooler, "Some Practical Techniques for Creative 
riting," Grade Teacher (April, 1952), 69:4, 97-98. 
yHelen B. Knipp, "The Development of Thinking and Concepts,n 
Elementary English (May, 1951), 28:5, 290. 
2/Hildreth, Teaching Reading, op. cit., p. 328. 
for word meaning through direct experiences; such as trips, 
discussions, etc.: 
"Background is built up for comprehending 
such words as palace and jewel, so that when the 
children come to these words in stories they not 
only pronounce them correctly but understand the 
meaning. 
Word meanings are extended through the 
teacher's use of words in interesting context and 
pupil's use of the same words in speaking and 
writing. The teacher worRs to develop the chil-
dren's vocabularies by choosing a new word and 
dwelling on it in conversation as well as usin~ 
it in written material prepared for the class.n 
Strickland!/ emphasizes the same point of view w~en she 
writes: 
"Children should use the words they need in 
their situation. The tasl~ of teaching are to pro-
vide children with a rich variety of learning ex-
periences and help them acquire the words they need 
to use in connection with those learning experi-
ences." 
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The teacher must be able to recognize the individual needs 
of the children and provide the experiences for getting mean-
ing out of words. Some recognize and pronounce words cor-
rectly but do not understand the meanings. y 
Greene and Petty suggest the development of an extensive 
and expressive vocabulary: 
"A rich, colorful vocabulary of concise words 
and meanings is the product of encouraging chil-
dren to use their eyes and ears constantly to observe 
!/Strickland, The Language Arts in the Elementary School, 
op. cit., p. 232. 
?}Harry A. Greene and Walter T. Petty, Developing Language 
Skills in the Elementary School, Allyn and Bacon, Inc., Boston, 
1959, p. 175. 
situations critically, to interpret experiences 
accurately, to discover subtle variations in 
feeling and moodt and to find words that describe 
and express exac-rly what they think and feel." 
Applegate!/ points out that in many homes the supply of 
words is more limited than the supply of groceries on the 
shelves; therefore it is necessary that the child's vocabu-
lary be enlarged and enriched in school. y 
Hatchett and Hughes give suggestions for concrete ex-
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periences in the primary grades for the acquisition of new 
words and meanings. The types of activities would include 
listening to stories and poems, participating in conversations, 
field trips, telling stories, viewing a film followed by dis-
cussion, and dramatizing stories. For the third grade, they 
suggest: 
"Reading and telling stories in small groups and be-
fore the class 
Making picture dictionaries and using published pic-
ture dictionaries to find words in which they are 
interested 
Showing things they have brought to school and telling 
about them 
Writing stories and poems 
Giving a radio program 
Reading for fun and for information in the classroom 
library. 11 
!/Applegate, Helping Children Write, op. cit., p. 131. 
?:/Ethel L. Hatchett and Donald H. Hughes, Teaching Language 
Arts in the Elementary Schools, Tne Ronald Press Company, 
New York, 1950, pp. 130-132. 
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y 
Strickland suggests a number of means of developing 
vocabulary; informal conversation and discussion, reading 
aloud to children, taking field trips to gain firsthand ex-
perience, using films and other types of auditory and visual 
aids, expressing new meanings through various art mediums, 
dramatization, individual records of new vocabulary, giving 
attention to colorful words, to action words and dictionary 
activities. y 
Applegate advocates the keeping of a classroom note-
book in which excellent descriptive words for colors, sounds, 
smells, textures, hardness and softness; apt phrases that cap-
ture moods and feelings are gathered to provide substitutes 
for overworked, less specific words. She writes: '1~1ords can 
be tasted, smelled, heard, felt, and put into action. They 
help us to understand the world we live with." 
5. Spelling in Relation to Writing 
In the past spelling has been one of the principal "sub-2/ .~ 
jectstt taught in the elementary school. Thomas reminisces: 
ttindeed, early American teachers often initiated children into 
the mysteries of reading by first having them learn to spell. 
!/Strickland, The Language Arts in the Elementary School, 
op. cit., pp. 237-238. , 
y'Applegate, Helping Chi"ldren Write, loc. cit. 
3/R. Murray Thomas, Ways of Teaching in Elementary Schools, 
rongmans, Green and Company, New York, 1955, p. 272. 
•••• the spelling programs of the past are seen to have been 
weak in a number of respects.tt y 
He goes on to say: 
"A modern spelling program should involve: 
(1) spelling only common words the child will need 
to write, (2) clear reasons for the child to see 
why he should learn to spell, and (3) opportunities 
for the child to practice spelling words he finds 
difficult. Hence the teacher's problem is to find 
the appropriate words for children to learn, dis-
cover efficient methads for teaching them, and pro-
vide children with meaningful writing situations •11 
When speaking about phonics in relation to.spelling, 
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Spachey declares: "There is ample evidence to conclude that 
phonetic knowledges and skills pl~y an important part in 
spelling ability. Still further evidence shows that poor 
spellers are characterized by a lack of analytic ability in 
attacking new words." y 
Horn agrees, "More evidence is needed to establish the 
desirability of sound-letter relationships, but the evidence 
that is available seems to justify considerable emphasi$ on y 
phonics.u He goes on to say that spelling errors detract 
from the effectiveness of any written work, whether it be 
!/Thomas, loc. cit. 
,YGeor ge Spache, "Spelling Disability Correlates !--Factors 
Probably Causal in Spelling Disability," Journal of Educational 
Research (April, 1941), 34:8, 573. 
YErnest Horn, nTeaching Spelling,tt Pamphlet 3, What Research 
Says to the Teacher, Department of Classroom Teachers, American 
Educational Research Association of the National Education 
Association, Washington, D. c., January, 1954, p. 24. 
i/Ibid. 
personal letters, stories, or compositions, tests, business 
letters, or applications for a job. It is necessary, there-
fore, for teachers to devise a way that each individual will 
acquire spelling habits to suit his own needs. y 
Gans reinforces the theory that spelling should be in-
te'grated with writing: 
"Unfortunately, words learned for a spelling 
test do not always carry over to other situations. 
The child may receive 100 per cent score on a spell-
ing test and misspell one of the words a few minutes 
later. • •• 
A school program in which children do a great 
deal of both practical and creative writing places 
heavy emphasis on spelling for use. In such class-
rooms, as children write, they are encouraged to ask 
for the spelling of words they do not know. They 
write such words in their spelling notebooks or dic-
tionaries and study them during the period set aside 
for individual drill." 
·y 
Dawson and Zollinger agree: 
"While· standardized spelling tests give an in-
dication of skill in spelling, they never seem wholly 
adequate to measure the degree in which pupils im-
prove in their daily written work; this is where cor-
rect spelling really matters most. • ••• Whatever 
teachers can do to help pupils feel that spelling is 
important whenever they are writing something far 
others to read is good. Yet one word of warning seems 
appropriate. Here, as in every area, too much em-
phasis could lead to fear and dislike, even to an ex-
tent that pupils may purposely avoid the choice of 
the best word in order to be sure of a word they can 
spell. On the other hand, the teacher should encour-
age a natural interest in spelling accurately, and 
she should give children special help toward their 
individual needs." 
1/Roma Gans, Celia Burns Stendler, and Millie Almy, Teaching 
Young Children, World Book Company, New York, 1952, p. 210. 
ynawson and Zollinger, op. cit., p. 427. 
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In emphasizing the importance of spelling in the total 
language program, Billington!/ asserts: 
"Ability to spell words is an integral part 
of total word power. This ability cannot be 
singled out from the various related·aspects of 
word power and achieved separately by study and 
drill on spelling alone. It must be achieved 
through a rounded mastery of vocabulary, and this, 
in turn, requires a continuing learning program in 
which the pupil uses wards orally and in writing, 
understands them, appreciates and likes them, i~ 
sensitive to the sounds their letters represent, 
can use them correctly, according to the meaning 
he wishes to express .r• 
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In discussing the type of spelling vocabulary which should 
. y 
be chosen for elementary school children, McKee states: 
"· •• ,.in writing one must be able to spell the 
words if he performs the activity successfully. 
Thus, because spelling presents such an important 
need in writing and does not present an important 
difficulty in other activities, the selection of 
words which elementary school pupils should be 
tau ht to s ell is limited to the vocabuiar used 
in the writing activities o li e. 
In reviewing the literature, one finds many suggestions 
as to how to teach spelling as a separate entity. Many suggest 
notebooks, however Applegate~ suggests the following in rela-
tion to writing: 
"Some teachers like this method of helping · 
children with the misspelled words on their papers. 
They keep a four-by-six card for each child, alpa-
betized under his name. As he looks over the 
child's pa~er, the teacher writes the misspelled 
!/Lillian E. Billington, Spelling and Using Words, Silver 
Burdett Company, New Jersey, 1958, p. iii. 
yMcKee, op. cit. 1 p. 334. 
~Applegate, Easy in English, op. cit., p. 472. 
(I just had to look up that word misspelled again~) 
on the child's card, but does not underline them on 
the paper. When the paper is returned, the child 
must get his card, and as he locates each misspelled 
word, he writes it correctly above the misspelled 
one on his paper.n 
!I McKee holds the view that first we should consider the 
types of writing activities, and then discover: 
"the most important words to be taugh.t in order 
that these writing activities may be carried on suc-
cessfully. This involves the tabulation and study 
of the specific words used in writ~ng. Such a tabu-
lation and study of each word should be made in the 
light of six criteria. These are: (1) the total 
frequency with which the word is used in writing, (2) the commonness with which the word is used by 
everyone regardless of sex, vocation, geographical 
locality, educational level, or economic status, 
(3) the spread of the word's use in different types 
of writing, (4) the cruciality of the word as evi-
denced by the severity of the penalty attached to 
its misspellin§, (5) the probable permanency of the 
word's use, an (6) the desirability of the word as 
determined by the quality of the writing in which it 
is used." 
6. The Mechanics· of English 
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Writing should be stimulated by situations and experiences 
which will benefit the child now, as well as in the future. 
y 
Hatchett and Hughes feel that correct usage grows out of 
natural situations: 
"They are net developed by artificially im-
posed drill. Usage skills can be made functional 
if they are related to meaningful situations with 
which the child identifies himself. The teacher 
must work for growth in c·errect usage in natural 
situations.n 
1/McKee, op. cit., p. 335. 
yHatchett and Hughes, op. cit., p. 147. 
!I 
Crossley emphasizes that: 
ttThe best teaching of language is often done 
in connection w1th some other area of the program. 
The teacher should see language as functioning 
throughout the school day and constantly be alert 
to opportunities for teaching which arise natur-
ally in the need to accomplish certain purposes 
or goals set up in other subjects. 
The act of writing does not stand by itself 
alone. It is completely dependent on the need to 
communicate a thought, an idea, a message. At no 
time should we become so bogged down in the process 
that we lose sight of the goal. Children who 
recognize the need for writing approach the task 
with security and unwstanding.tt 
Dawson and Zollinger agree: 
"A familiar· formula for habit formation in- • 
eludes four steps: motivating; making a clear 
impression; repeating·again and again with no 
intervening use of incorrect forms; consistently 
putting the correct form into practical use. The 
problem of motivation is a serious one and must be 
met first: how to develop pupils' interest in 
usage lessons and arouse in them a genuine desire 
to replace inappropriate or incorrect forms with 
forms that are acceptable." 
Theyy continue to write:. 
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"Since gross errors in usage usually form very 
real barriers to people who wish to lift themselves 
to a higher socio-economic level than the one to 
which they were born, it is the responsibility of 
the school to help children overcome flagrant mis-
takes and develop habits of speech that are accept-
able as standard English. For such a basic change 
in language patterns, the child must feel that real 
effort is yrth -while." 
Strickland is of the opinion that language is developed 
!/Crossley, op. cit., pp. 12-13. 
~Dawson and Zollinger, op. cit., p. 4~3~ 
Y,Ibid., p. 484. 
i/Strickland, The Language Arts in the Elementary School, 
op. cit., p. 274. 
in practical and personal writing: 
"Practical writing is to be read by people other 
than the writer, and therefore must be written so 
that it can be read easily. Personal writing is for 
the individual who writes it, primarily, though it 
is often shared with others. Creative, imaginative 
writing of stories, poems, or plays would fall into 
this group. In the practical writing, the teacher 
furnishes whatever guidance ~he feels the child is 
ready for and can use. The personal writing is the 
child's own and is accounted satis£actory~when it is 
satisfactory to him, when it says what he wants it 
to say. Here the emphasis is placed upon getting 
his ideas down. Spelling, penmanship, neatness, 
punctuation, and such external items are not con-
sidered. The child is trying to catch his own ideas 
and get them down on paper so that they represent 
him and the quality and flavor of his thinking·. tt 
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When speaking about methods of teaching capitalization, 
1/ 
Seely- believes: 
"Our teaching problem, then, resolves itself 
into two divisions, neither of which should be 
difficult to solve either for us or our pupils. 
The first is to help pupils discover the several 
uses to which capital letters are put. • ••• The 
second is to assist them to come automatically to 
recognize the specific capitalization needs of 
their own composition (their own written thought). 
Both of these ends are more surely achieved (as 
are ~11 the goals of composition development) 
through the medium of actual writing than by the 
doing of exercises." 
Research indicates the need for a method Which would 
help the children to recognize and correct their own errors. 
y 
Crossley makes this suggestion when speaking of proofread-
ing: 
!/Howard Francis Seely, On Teaching English, American Book 
Company, Boston, 1941, p. 85. 
a/Crossley, op. cit., p. 7. 
" •••• the value of proofreading as a means to 
correct writing is well established. It can be 
developed in a step-wise pattern with the quality 
and quantity of the task increasing with the child's 
maturity and understanding. A guide sheet of ques-
tions such as: 
1. Does every sentence begin with a capital? 
2. Does every name begin with a capital? 
3. Is there a mark of punctuation after every 
sentence? (. ? !) 
--will assist children to independent proofreading. 
Punctuation, capitalization, enunciation and pro-
nunciation need constant drill to attain mastery.t' 
Dawson!/ agrees with the following: 
11Probably the best way to improve a pupil's 
writing is to give individual attention while he is 
writing or to go over his paper with him after the 
completion of the paper. Here, it is wise to keep 
in mind the fact that children learn through their 
own activity and to let each child find and correct 
his own mistakes, the teacher giving a strong hint 
and asking some questions concerning proper form if 
the pupil is slow to locate the weak spots." 
21 Pooley advocates that fellow students proofread along 
with the writer and the teacher: 
"It may be advisable to have the papers read 
over by fellow students after the writer has made 
his corrections as a kind of double check on accu-
racy. This proofreading if followed without fail 
at the time each paper is to be handed in will have 
!/Mildred Dawson, ttGuiding Writing .A:cti vi ties in the Ele.-
mentary School,n Elementary English Review (February, 1946), 
23:2, 83. 
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e(Robert c. Pooley, Teaching English Usages, Appleton-Century-
Crofts, Inc., New York, 1946, pp. 232-233. 
vigorous effect, first in getting pupils to give 
their own papers a correction before they are 
handed in, and an attitude of respect for correct-
ness and accuracy in all work." 
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Strickland!/ holds the view that proofreading should be 
done as soon as the child can recognize his errors: 
t•Proofreading is not a one step problem. It 
first captures the thinking and transfers it to 
the paper, after Which, it is read aloud to himself 
by the writer. Then it is read to see if it is 
clear and interesting. Again it is reread for form, 
to see if it is easily read and care is given to in-
complete form, run-on sentences, spelling and other 
errors. Lastly, it is reread -with the teacher. n 
In a study on the Effect of Proofreading on Mechanics and 
f . . A y . f Structure o Wr1t1ng, !pert and her colleagues ound that 
directed proofreading helped the children who participated in 
the study. It was found that there was consistent improvement 
in the use of punctuation and capitalization in all the grades. 
All children participating improved in the use of the quota-
tion, the marks, and the punctuation within the quotation. The 
authors noted, however, that the children in the sixth grade 
improved more markedly in structure than did the fourth graders. 
The fourth graders, however, did show general improvement in 
this area. It was apparent to the authors during the study 
that the children gained in confidence and fluency and im-
proved the quality of their writing considerably. 
yRuth G. Strickland, "Integration, Its Implication for Instruc-
tion in Writing," The Journal of :Education (October, 1955), 
138: 31. 
YFaith Alpert et al., :Effect of Proofreading on Mechanics and 
Structure of Wr1t1ng - Grades Four, Five, and six, Unpublished 
Master's Thesis, Boston University, 1956. 
7. Literature, Art, Music--A Basis for Writing 
Besides providing a relaxed atmosphere, encouraging a 
colorful vocabulary, and giving the children plenty of time 
to write, the teacher should provide background experiences 
in order to stimulate ideas. y 
Thomas holds the view: 
"Published literature that the teacher reads 
aloud, that reading groups meet in their story-
books, or that children read individually also 
contributes to growth in creative writing. 
From stories by other authors children de-
velop expanded experiences. They learn about 
Babe, Paul Bunyon's great blue ox. They meet Dr. 
Dolittle's talking animals, accompany Dorothy to 
the Land ~f Oz, and see faithful Horton hatch 
the egg. They visit princesses in hidden castles, 
sail to coral islands to dig for treasure, and 
hunt buffalo with Indian scouts. 
Frequently in fiction children meet a charac-
ter who particularly appeals to them, and they 
may develop a story of their own around this char-
acter. New ideas for locales or plots also are 
derived from their reading." 
y 
Dawson and Zollinger agree: 
n •••• She should provide a rich environment 
--pictures, books, movies, trips, and varied 
materials with which to be creative such as a 
play corner, a collection of funny masks, easels 
and paint, rhythm band instruments, a bulletin 
board for posting the pupils' pictures or original 
verse and stories, or a tacked-up tagboard port-
folio where children may unobtrusively drop their 
creative productions and later feature them in a 
sharing period.n 
!/Thomas, op. cit., pp. 420-421. 
e/Dawson and Zollinger, op. cit., p. 437. 
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Stendler!/ suggests discussing and analyzing tall 
stories as a means of developing ideas: 
none teacher read selected tall tales to his 
class for several days as a means of stimulating 
pupils to similar creative efforts. As he read 
he tried to build discrimination in the children 
by asking them which parts of the story appealed 
most to their imaginations. Gradually he helped 
the children to see that the success of a tall 
tale lies not in stringing together a list of ex-
travagant feats but in describing each feat in 
detail, bringing out the ingenious and bold ways 
in which the hero uses his natural environment." 
Baker,a/ in her text, states that poetry is valuable: 
"1. They enjoy it. 
2. It stimulates creative expression. 
3. It promotes personal growth." 
Applegate~ agrees: 
"If children feel that they are a part of 
everything they read, if they can identify them-
selves with heroes living and dead, with space 
explorers that are and ocean and land e~plorers 
that have been, with wizards of test tube and 
medicine and saints of healing and helpfulness, 
these children will then write poetry." y 
Strickland states that "there must be opportunity to 
enjoy fanciful material as well as factual and realistic 
!/Cecelia B. Stendler, Teaching in the Elementary School, 
Harcourt Brace and Company, New York, 1958, pp. 389-390. 
~Zelma W. Baker, The Language Arts, the Child, and the 
Teacher, Fearon Publishers, San Francisco, 1955, p. 68. 
~Applegate, Easy in ~glish, op. cit., p. 244. 
ystrickland, The Language Arts in the Elementary School, 
op. cit., p. 113. 
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material and opportunity to·make up stories, orlJinal 
dramatic plays, games, and art creations." She goes 
on to say: 
"Children would have little interest in tell-
ing or writing original stories unless they found 
stories interesting or enjoyable. No child would 
think of creating a poem who had not heard and en-joyed poetry. Children cannot create in a vacuum. 
Creation grows out of fullness of experience and 
the urge to share that ex per ienc e. tt 
When speaking about music as a means of stimulating y 
ideas, Meyers states: 
u •••• with a recording of MacDowell's To a Wild 
Rose. The record was chosen because it is melod~­
cally simple and was quite familiar. The children's 
discussion of the music brought forth the ideas 
that, since the music was not gaily blatant or over-
whelmingly colorful, MacDowell was writing about a 
small rose on a secluded bush. There is gentle mo-
tion in the music; therefore the children felt that 
a breeze was roaming on the day the composer chose 
to write. Then the record was played again in order 
that the children might reconstruct the whole pic-
ture to the accompaniment of the music. This hear-
ing brought forth several new ideas and confirmed 
40 
those stated previously." · y 
Writing reactions to pictures is suggested by Green. 
The pictures may be classic reproductions, pictures taken 
from magazines, original drawings, or photographs. 
In a study to determine whether carefully planned creative 
Yibid., P· z9z. 
!/Louise Kifer Meyers, Teaching Children Music in the Elemen-
tary School, Prentice-Hall, Inc., New Jersey, 1956, p. 143. 
3/Arthur S. Green, "Wh~t This Picture Means to Me, n American 
~ildhood (May, _1956), 41: 10-11. 
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lessons would improve children's writing, Anderson!/ and her 
colleagues came to the following conclusions: 
nAn analysis of the different story plans 
showed that the best results were obtained from 
the Just So stories and the Fairy Tale motiva-
tion. Both of these lesson plans were based on 
books and did not require the elaborate and com-
plicated planning of the other four. 
The four plans, Paper Doll, Inanimate Ob-
ject, Music and Modern Art showed very signifi-
cant differences over the unmotivated story and 
indicate that all the plans are valuable for 
future use." 
8. :Evaluation 
In reviewing the literature for evaluation of children's 
writing the writer found that most of the experts agree that 
it is most difficult to come to a completely objective agree-
?J 
ment on what the evaluation should be based. Applegate in 
Helping Children to l~rite, published in 1949, then felt that 
the only effective criticism of the child's writing was through 
a personal conference. 
"All weaknesses in story writing can not be cor-
rected by class study and observation. Story im-
provement has gone through every phase from class 
evaluation, which shrivels the soul of the writer, 
to minute paper correction, which shortens the life 
of the teacher and lessens the story crop." 
She explains that each child should read his composition to the 
!/Arline Currier Anderson, et al., Lesson Plans to S~imulate 
Creative Writing in Grades Three, Four, and Five, Unpublished 
Master's Thesis, Boston University, 1958, p. 80. 
?JApplegate, Helping Children to Write, op. cit., pp. 105-106. 
teacher while the teacher quietly makes "suggestions." As 
the child reads, he is most apt to explain what he meant, 
therefore, making his own corrections. 
She goes on to say: 
ttThere are no marks of any sort on the paper; 
so he [the pupil] is not defeated or confused be-
fore he begins. Compliment him, first of all, on 
anything good about his story before you begin to 
help him with his weak spot. In the course of a 
year, after a number of such conferences, a child 
cannot help improving in his work." 
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After eleven years, this same author keeps the same per-
sonal touch when she suggests Measuring the Effectiveness of 
St !I . . 1. h a ory 1n Easy 1n Eng 1s • 
"1. Was this story a good piece of work for the child 
who wrote it? 
2. Was it written in short dramatic scenes with a 
background of description? 
3. Were the characters real? Did they talk? 
4. Did the writing have at least a beginning of style? 
5. Were the beginning and ending of the story 
effective? artistic? 
6. Did the vocabulary used enhance the style? 
7. Did the writer know how to use the mechanics to 
help make his story clear to the reader? 
8. How does the story make the reader feel?" 
Shane and McSwain~ agree with Applegate when they say: 
!(Applegate, Easy in English, op. cit., p~ 299. 
~Harold G. Shane and E. T. McSwain, Evaluation and the Ele-
mentary Curriculum, Henry Holt and Company, New York, 1951, 
p. 167. 
ttResearch in child development shows that 
children do not mature at the same rate. Basic 
principles of learning are violated, therefore, 
when children in each grade of the elementary 
schools are expected to attain the same standards 
of progress in written communication.tt 
If the corrections are not personal and the evaluation 
diagnostic in some way, children cannot profit from a mark. !I " 
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Strickland agrees when she states: "They look for the mark 
on the paper and feel either satisfaction or dissatisfaction, 
but they rarely look at the corrections or turn to reference 
material or to the teacher to learn what is wrong and how it 
should be corrected." She encourages "· ••• co-operative 
analysis and evaluation while the material is still warm and 
vital to the child." 
.Y Sauc1er seems to feel that the teacher should not only 
be interested in the child's finished products, but the abil-
ity, the interests, and the skills involved in the process. 
"The best method of determining the progfess 
of the child in language is to observe him while 
he is at w~k •••• The finished product does not 
adequately reveal the procedure followed by the 
child. The particular steps taken, the time con-
sumed, the help received, interest, effort, and 
habits of study are determined best through obser-
vation of the procedure followed in language activi-
ties.u 
!/Strickland, The Language Arts in the Elementary School, 
op. cit., pp. 277-278. 
~W. A. Saucier, Theory and Practice in the Elementary School, 
Macmillan Company, New York, ,1941, pp. 240-241. 
y 
Anderson and her associates constructed a Scale for 
Evaluation of Creative Writing which, though worded differ-
ently, and approached from a different manner, seems to be 
in agreement with Applegate's opinions. The scale is de-
scribed: 
"The four categories of the scale, original-
ity, vocabulary, organization, and elaborative 
writing, were determined from the review of the 
literature on creative writing and the ideas of 
the group •••• Bach category was defined and then, 
on a four point scale from 3 to 0, which corre-
sponds to the general terms excellent, good, 
fair, and poor, it was further redefined in order 
to facilitate the selection of compositions of 
different worth. any composition to be judged 
would be comparable to one of the four arbitrary 
standards of each category." 
Despite the fact that up to this time, others who had tried 
to construct an evaluative scale found them to be only fairly y 
effective, Anderson and her associates had more positive 
conclusions for their study: 
"The raters, as te~chers, were definitely 
more analytical in creative writing evaluation 
because the scale forced them to evaluate par-
ticular qualities and not general merit. 
Even though the statistical evidence shows 
the scale lacks complete objectivity f~r research 
purposes, the teachers who became familiar with 
the scale through constant personal use found that 
it helped in the evaluation of creative writing 
by focusing attention on definite qualities and 
thereby was a useful diagnostic tool. 
!/anderson, et al., op. cit., p. 61. 
~Ibid., p. 119. 
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The scale was not too time-consuming to be 
of practical value. Rather, once a teacher was 
able to use the scale she could make quicker and 
more reliable judgments." 
1/ 
Dawson- encourages a type of democratic approach in 
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that she suggests that the teacher and pupils devise a set 
of standards with which to check creative expression: 
She 
"Apparently the most valuable composite tech-
nique for evaluating the content of pupils' lan-
guage productions is that of setting up standards 
in a co-operative way, devising a check list, and 
then having dir~cted observation that uses these 
standards as criteria for judging relative merit 
and noticeable progress. tt 
goes on to say: 
y 
"Through consulting the language goals that 
have been set up, by observing the day by day 
speech and writing of the pupils and keeping in-
dividual, informal records of language behavior, 
and possibly by using a standardized language 
scale, she [the teacher] may check on the quality 
of their ideas and vocabulary usage, their organi-
zation of ideas, the clarity and consistency of 
their thinking and expression, and other intangible 
qualities of communication." 
' 3/ And she adds:-
nAlthough several language scales are on the 
market and some of them discriminate between con-
tent and form, teachers have found their use 
time-consuming and awkward until after they have 
had considerable experience in their use and have 
thereby gained facility and a con'siderable degree 
of objectivity in applying the scales.u 
1/Dawson, Teaching Language in the Grades, op. cit., p. 311. 
,Y.Ibid., p. 302. 
~Ibid., p. 311. 
46 
Although the following.method of evaluation was used 
on the secondary level, it could be very easily adapted for 
the upper-primary level: Bowles!/ planned a graph so that 
the student could very easily see his weaknesses in composi-
tion~ 
ttin a large class the procedure might be this: 
for the next assignment, the teacher asks the class, 
before they hand in the themes, to write on the 
cover sheet the abbreviations that she uses in 
noting their errors--Thought, Coherence, Paragraph-
ing, Run-on Sentence, Grammar, Spelling, Punctua-
tion, Capitalization. When she reads the themes, 
she writes on the cover sheet a separate grade for 
each element. Then she asks the pupils to prepare 
graphs for four consecutive themes and then super-
impose,the line of the fourth graph on the first 
graph. With most of the pupils she will find that 
the line straightens out and levels up. This dis-
covery will give as much satisfaction to the teacher 
as to the pupils. Marking themes will no longer be 
the deadly drag that it has previously been." 
In her research on methods of grading compositlon in the y 
elementary grades Smith states: 
"Ability in written expression was measured in 
terms of correctness of form, number of words 
written, wealth and quality of ideas, and the num-
ber of words misspelled per one hundred words in a 
letter written to express individual opinions con-
cerning the value of the tests given •••• Papers were 
rated from 1 to 8 in accuracy of form, and from 10 
to 60 in quality of content, according to a scale 
made for the purpose from letters written by New 
York pupils themselves.n 
ijFlorence c. Bowles, "Better Results from Theme Correcting," 
Clearing House (November, 1955), 30: 178-179. 
a/Dora v. Smith, Evaluating Instruction in English in the 
Elementary Schools of New York, Scott-Foresman, New York, 
1941, p. 23. 
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y 
Nicholson devised the follow.ing system in grading in-
dependent writing: 
''Each word • ................................ 1 point 
1 point 
5 points 
:Each idea •.•....••.•.••.•••••..••.....••• 
Bach clause properly constructed ••••••••• 
Each paragraph properly constructed •••••• 
Bach paragraph lacking in complete unity 
but essentially a paragraph •••••••••••• 
y 
10 points 
5 pointstt 
According to Green: "There is no one fixed yardstick 
of measurement for creative, expressive writing. What's more, 
there are as many different standards as there are children 
and their compositions.tt However hey does agree that al-
though there are many difficulties involved in evaluating 
writing, it can be of great help to the teacher. 
"Because this kind of activity is creative 
and expressive it provides vantage points from 
which the resourceful teacher can make keen ob-
servations, both objective as well as subjective, 
of child growth as well as strengths and weak-
nesses.n y 
Here are some of Green's examples for an effective check 
list: 
!/George H. Nicholson, An Experimental Evaluation of the Re-
sults Obtained by Two Types of Composition Assignments, Un-
published Master's Thesis, Boston University, 1939, p. 17. 
£/Arthur s. Green, n.Evaluating Creative, Expressive Writing, n 
American Childhood (November, 1957), 43: 35. 
2/.Loc. cit. 
nGrowth in Creative, Expressive Communication 
Have the children improved in working individually? 
Have the children gained confidence in self-ex-
pression? 
Growth in Skills of Communication 
Have the children improved in ease in reading their 
compositions aloud to the class? 
Have the children improved in enriching their vo-
cabulary? 
Growth in Democratic Ways of Living 
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Have the children grown in accepting others' evalua-
tion of their work? 
Have the children improved in respecting the rights 
and thoughts of others?" 
There are several language scales on the market some of 
which are effective only after much use. A common type of 
!I 
scale is the one of which Saucier speaks: 
"A series of paragraphs, graded according to 
their quality, are printed on a large sheet. The 
paragraph or composition to be graded is slid 
along the scale until it corresponds in quality 
to a paragraph. The grade of this paragraph be-
comes the grade of the paragraph or composition 
that is being evaluated." 
HillegasS' used a similar type of scale: "The scale is 
composed of sample English compositions, the qualities of 
which have been determined by more than four hundred competent 
!/Saucier, op. cit., p. 240. 
YMilo B. Hillegas, A Scale for the Measurement of Quality in 
English Composition by Young People, Teachers College, Colum-
bia University, New York, 1913, p. 13. 
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judges •••• Judges are influenced both by form and by content." 
In discussing the Willing Scale for Measuring Written g 
Composition, Greene, Jorgensen, and Gerberich state: 
"The Willin Scale for Measurin Written Com o-
·Si tion 1s made up o eight specimens o composi-
tion all written on the subject, "An ~xciting Bx-
perience.n Through the definite recognition of 
the relation of form errors to the general quality 
of written work this scale increases its useful-
ness." 
It is well to note here that in speaking of measuring in-
Y dependent writing, they say: 
"The measurement of general merit of written 
composition, while dating well back into the history 
of educational measurement, has not responded to 
efforts to improve it in proportion to the atten-
tion it has received. This difficulty comes from 
the great complexity of the skills involved in pro-
ducing merit in written language, and from the 
vagueness with which these skills have been recog-
nized.n 
!/Harry A. Greene, Albert N. Jorgensen, and J. Raymond Ger-
berich, Measurement and Evaluation in the Elementary School, 
Longmans, Green and Company, New York, 1942, p. 365. 
~Ibid., p. 310. 
CHAPTER III 
CONSTRUCTION OF bU\TERIALS 
It was the purpose of this study to prepare a handbook 
for teachers which would include methods, techniques, and 
activities (integrating spelling, phonics, reading and 
writing) in order to develop a series of ex~rcises in those 
factors which seem to lead to success in independent writing. 
It was decided that third-grade level was the ~ost suitable 
because children of this age are learning to think independ-
ently, to handwrite with ease, to spell, and to read with 
interest and comprehension, and are not self-conscious about 
their imaginations or their expression of ideas. 
The writer prepared the lessons under four major phases 
which include review lessons and continuing developmental 
lessons in phonics, oral language, written language and read-
ing. The premise was that the program being presented was 
carefully integrated including all the basic tools of aral 
and written communication and thus should lead to success in 
independent writing. 
As the lessons in each phase were developed, worksheets 
were prepared to help insure retention and to give the chil-
dren the opportunity for individual thinking and written 
expression. 
-50-
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A frame of reference was suggested to the teachers 
which included many ideas as to how to treat the program 
and the children during the experiment. (These may be found 
in Appendix R, page 157, under the title of Helpful Hints.) 
!I These ideas included suggestions from Applegate who exhorts 
teachers to give children the freedom to think and express 
I 
themselves as they wish. She encourages the relaxed atmos-
phere at all times, ~he sharing of ~deas, listening to others 
speak, reacting to others' ideas, reading a great deal, ex-
·periencing situations which incite thought, and many oppor-
tunities to write about personal and group experiences. y y 
Strickland, C~ossley, and others (refer to Review of 
Literature, pages 5-4-9) are in complete agreement. 
The lessons in each phase were developed by the writer 
with the exhortations of the above-mentioned in mind. 
Phase I 
Five lessons were prepared for the first week of the ex-
periment which included a quick review of the language skills 
learned in Grades one and two. The lessons included phonetic 
i/Mauree Applegate, Easy in English, Row, Peterson and Company, 
New York, 1960. . 
~Ruth G. Strickland, The Language Arts in the Elementary 
School, D. c. Heath and Company, Boston, 1957. 
,2/B. Alice Crossley, ncan We Help Children to Write?" Journal 
of Education, Boston University School of Education,. Boston, 
(February, 1957), 139:3. 
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spelling, answering questions in complete sentences, telling 
and writing sto.ries with emphasis on punctuation and spelling, 
practice in writing words, phrases and sentences, and co-
operative dictation. Bach lesson was approximately 20-30 
minutes. 
The following gives a brief summary of each lesson's 
activity: 
Lesson I 
Lesson II 
Lesson III 
Lesson IV 
Lesson V 
Children write what they hear. 
a. Beginning and ending single consonants 
b. Short sounds of vowels in beginning 
and medial positions. 
Children answer questions in complete sen-
tences. 
Note parts of a sentence. Children copy 
sentences from board. 
Children retell a teacher-told story in se-
quence. 
Bmphasis on pausing when thought is completed. 
Story is written on board. 
Note punctuation and spelling. 
Children copy. 
Children locate words, phrases, and sentences 
in readers dictated by the teacher, and write 
in notebooks. Note meanings of words and 
punctuation. 
Children tell short stories with the guidance 
of the teacher. Stories are written on chalk-
board or chart. Children copy one of their 
choice. Emphasis on punctuation and capitaliza-
tion. 
On the following pages will be found a sample lesson plan 
and worksheet from Phase I. 
Phase I - Lesson II 
Objective 
To have the children answer questions in complete sentences. 
Procedure 
Read this story to the children. (Exaggerate the descriptive 
words.) 
A tired old man was walking down the street 
with his hands in his pockets. His shaggy-haired, 
loopy-eared, long-legged dog trotted slowly behind 
him. All of a sudden the man stopped, took out an 
old corncob pipe, filled it with tobacco, lighted 
it, and puffed it slowly. "Well, here we are, Totter," 
he said. They went into a small, broken-down shack, 
that looked out onto a friendly river. 
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Question the children: (Have them answer in complete sentences.) 
What kind of man did the story tell about? 
Did he have any friends? 
Was his dog young or old? 
Why do you think he was going into the old shack? 
Do you suppose there were any houses around the vicinity? 
How do you think the old shack was furnished? 
Write two or three of the answers on the board. 
Carefully discuss spelling, parts of a sentence, capitals and 
punctuation. 
Have the children copy the sentences. 
Culmination 
Quickly review answering in complete sentences, parts of a sen-
tence, capitals, and punctuation. 
(Worksheet) 
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Worksheet - Phase I - Lesson II 
Name: Date: 
----------------------------------- --------------------
Read this story. 
One cold, wintry day a strange man came to town. 
He was big, and fat and round. His face was strange 
but happy. He had a black, floppy hat and a big, warm 
scarf. His red mittens had holes in them. His eyes 
and nose were not like ours. He smoked a pipe and wore 
no shoes. His name was Frosty. The children loved him. 
Answer these questions in complete sentences. 
What kind of man was Frosty? 
Did he come to town during the summer? 
Why didn't Frosty wear shoes? 
What kind of a hat and scarf did he wear? 
Were his eyes and nose like ours? 
Phase II 
Ten lessons were prepared for the next two weeks which 
stressed a continued review of the basic language skills, 
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the lev.el of instruction being successively more difficult. 
These lessons included phonetic spelling, use of complete 
sentences, development of vocabulary with the use of the basic 
reader, dictation,. and the use of comparison for description. 
Once again the writer would like to note that the ideas used 
in the lessons presented were derived from the Review of 
Literature. Bach lesson was thirty minutes. 
The following gives a brief summary of each lesson's 
activity: 
Lesson I. 
Lesson II 
Lesson III 
Lesson IV 
Children write what they hear. 
a. Consonant digraphs 
b. Long vowel sounds 
c. Final "e" 
Lesson planned to help children insert 
color, size and kind in proper position. 
Stress on sentences that give a complete 
picture. 
Children copy from basic readers words 
that make us hear, ~, taste, feel, 
and smell. -
Work in groups. 
Encourage use of colorful words in speech. 
Children copy stories from board. 
Guidance given in studying capitals, punctua-
tion, and wording. Stories may be teacher-
told or children's stories. 
Lesson V 
Lesson VI 
Lesson VII 
Lesson VIII 
Lesson IX 
Lesson X 
Guided dictation. 
Poem on board. 
After discussion of sequence, punctuation, 
word meaning, spelling and sentence struc-
ture, teacher erases and dictates to chil-
dren. 
Children write what they hear. 
Beginning and ending single consonants. 
Consonant digraphs. 
Use of words in sentences. 
Development of vocabulary with the use of 
the basic reader. 
Groups of three. Find words suggested by 
seeing, hearing, tasting, smelling, feeling. 
Discussion and sharing of ideas. 
Copy ideas for each category in notebooks. 
Practice in writing complete sentences. 
Make sentences grow using~~ what, when, 
where and why. Encourage colorrur-de-
scr1ptions. 
Use of comparison as a method of description. 
Work in groups of three. 
Discussion and sharing of ideas. 
Use of similes and descriptive words. 
Copy ideas and sentences they like in their 
notebooks. 
Use of poetry for guided dictation. 
Discussion of word meanings and spelling. 
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On the following pages will be found a sample lesson plan 
and worksheet from Phase II. 
Phase II - Lesson VI 
Objective 57 
To have the children write what they hear~ encouraging phonetic 
spelling. 
Procedure 
Bach child should have a pencil and lined paper. 
Explain to the children that this is not a test. You are going 
to say some words which they are to write. They are to write them 
as they sound. After you finish you will put the words on the 
board and allow each to correct his own paper. 
Pronounce the words carefully. You may use the word in a sentence 
if you wish. In some cases it will be necessary for meaning. En-
courage both accuracy and speed. 
not but get sit man 
boat train time like found 
fall hat den do rib 
tag nut kept pretty little 
will doll sing come what 
where sister toy one would 
aft,~r happy very good soon 
down much those say show 
Write the words on the board pronouncing the words as you do. 
~low the children to correct their papers. 
Make a quick check to see how they did. 
In going over the words~ encourage those who wrote the wards as 
they heard them even if they did not spell them correctly. 
Culmination 
Have the children copy the wards in their notebooks from the board 
which they had incorrect on their papers. 
(Worksheet) 
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Here are words that help you hear sounds. Say each word to yourself. 
rattle buzz splash whistle 
1. Can you think of some things that·rattle? 
Write the word rattle in a sentence. 
2. You can hear the buzz of the bumblebee. 
Write the word buzz in a sentence. 
3. A stone makes a splash in the water. 
Write the word splash in a sentence. 
4. The roar of the wind sounded through the pine trees. 
Think of other things that roar. 
Write the word roar· in a sentence. 
-
5. Can you think of anything that whistles? 
Write the word whistle in a sentence. 
6. The rustle of the leaves made a rattling sound. 
Write a sentence with the word rustle in it. 
Write these sound words: 
bang clank 
crackle tap 
drip pop 
rustle 
If you have time, write these words in a sentence on the back of 
your paper. 
Phase III 
Ten lessons were developed for the following two weeks 
with the purpose of the continuing development of the basic 
language skills with the premise they would serve as a basic 
foundation for Phase IV. These· lessons included phonetic 
spelling, conversation, discussion, and descriptions of per-
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sons and places. Activities such as working on complete sen-
tences, finishing an unfinished story, and. filling in the 
parts of a missing story were intended to give the children 
the opportunity to exercise their imaginations and freely ex-
press themselves. 
At the beginning of this phase the teachers were given 
a list of Helpful Hints (Appendix B, page'1.57) and were en-
couraged to read poetry and stories to the children during 
"leisurett moments of the school day. 
This phase consisted almost entirely of group work, 
sharing of ideas, discussion, and individual writing. Bach 
lesson was planned for approximately thirty minutes. 
Lesson I 
Lesson II 
Children write what they hear. 
Blend two initial consonants with the vowel. 
Syllabication with emphasis on listening. 
Conversation--own experiences. 
Work in heterogeneous groups of five. 
Teacher guided--Who, What, When, Where and Why. 
Leader and recorder £or-each group. 
Cooperative group dictation. 
Encourage group ideas for use in writing in-
dividual stories. 
Lesson III 
Lesson IV 
Lesson V 
Lesson VI 
Lesson VII 
Lesson VIII 
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Discussion--assigned topic. 
Work in heterogeneous groups of five. 
Teacher-guided--Who, ~~ ~, Where and Why. 
Leader and recorder for each group. 
Cooperative group dictation. 
Encourage group ideas for use in writing in-
dividual stories. 
Description of a person. 
Class discussion-~categories of description. 
Work in heterogeneous groups of five. 
Use of pictures for help in vivid descriptions. 
Encourage colorful words, humor, completeness. 
Individuals write descriptions. 
Group evaluations. 
Description of a place. 
Class discussion--categories of description. 
Work in heterogeneous groups of five. 
Use of pictures for help in vivid descriptions. 
Encourage colorful words, excitement, com-
pleteness. 
Individuals write descriptions. 
Group evaluations. 
Encourage illustrations. 
Guidance and direction in finishing an un-
finished story. 
Teacher ~eads beginning of story. 
Work in heterogeneous groups of five. 
Discussion of ideas and possible endings. 
Individuals write own stories. 
Proofread--check spelling, capitalization, 
punctuation, sentence structure, sequence. 
Encourage rewriting and illustrations. 
Using basic readers, children find words, 
phrases and sentences that suggest color, 
size and kind, that are descriptive, and that 
denote action. 
Answer in complete sentences, questions that 
answer Who, What, 1~en, Where and Why. 
Children are given a story with missing parts. 
Work in heterogeneous groups of five. 
Discussion--ideas on filling in missing parts 
to make story exciting and interesting. Com-
pare ideas. 
Individuals write their own ideas. 
Group evaluations of finished stories. 
Encourage proofreading, rewriting and illus-
trating. 
Lesson IX 
Lesson X 
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Use of beginning sentence to motivate writing. 
Class discussion--ideas stimulated by be-
ginning sentence. 
Work in heterogeneous groups of five. 
Group discussion--ideas in categories of Who, 
What, When, Where, Why. 
Individuals write own stories. 
Encourage use of colorful description, an 
exciting theme, and importance of sequence. 
Encourage thinking about the story later in 
the day. 
Work on yesterday's stories. 
Proofread. Emphasize capitalization, punctua-
tion, spelling, sentence structure, and se-
quence. 
Encourage rewriting and illustrating if they 
wish. 
On the following pages will be found a sample lesson plan 
and worksheet from Phase III. 
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Phase III - Lesson VI 
Objective 
To prepare the children for independent writing through guidance 
and direction in finishing an unfinished story. 
Procedure 
Arrange the children in heterogeneous groups of five. 
Each child should have a pencil and two pieces of lined paper. 
Class discussion with the teacher: 
Tell the children that you are going to read the beginning 
of a story. They are to list~n carefully aQd try to picture 
the story as you read it. 
Read with expression: 
It was a Sunday afternoon. The family had 
just finished the delicious dinner that mother 
had cooked. Dad decided to sit by the fireplace 
and read one of his favorite magazines. Mother 
was still puttering around in the kitchen, and Baby 
Maura was tucked in for her afternoon nap. Bob was 
a bit restless for it was a rainy day, and he wasn1.t 
sure just what he would like to do. All of a sudden 
he decided to look around in the attic for something 
exciting to do. As he climbed the stairs, he could 
hear the rain dancing on the roof. It seemed to be 
telling him that there was fun in store for him. 
Now tell the children that you are going to let each group discuss 
what Bob found in the attic, and what he decided to do. 
Encourage colorful descriptions. (Refer to qescriptions of persons 
and places in two previous lessons) 
Allow about five to seven minutes for discussion. 
Now tell them that they are to use one paper for ideas, and the 
other to write the end of the story. (Listing ideas may be 
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helpful for some children to help with sequence. For other chil-
dren, it may be better to allow them to write the story as they 
think about it. Use your own discretion.) 
When they have finished the stories, have some individuals read 
theirs. 
Have the class proofread to check spelling, capitalization, and 
punctuation. This can be done on their own time. They can refer 
to readers and notebooks for spelling. 
If you have tim~, check individuals on spelling, capitalization, 
punctuation, and sequence. 
Culmination 
Encourage t~ose who had exciting stories, and those who wish, 
to copy their stories and illustrate them for display. Display 
'as many as possible. 
(Worksheet) 
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Worksheet - Phase III - Lesson VI 
Name: Date: 
---------------------------------- -------------------
Here are some groups o£ wards. Would you please add some ideas 
of your own to make some exciting sentences? 
1. The boat swayed as 
2. The tired little boy 
3. The wind was howling through the trees and 
4. There was a hissing sound and all o£ a sudden 
5. I shouted for joy when 
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Phase IV 
Three motivations were planned for the last two weeks 
of the experiment. Care was taken to choose ideas and sub-
ject matter that were among the interests of children of this 
age level during the time of the experiment. The teachers 
were encouraged to give the children ample time to think 
about and organize their ideas, to proofread their materials, 
and to rewrite carefully. Bach presentation was planned for 
approximately thirty minutes. 
Lesson I 
Lesson II 
Lesson III 
Lesson IV 
Topic: Types of Fun in the Snow 
Teacher-guided class discussion--use of ques-
tions. List ideas on board or newsprint. 
Encourage individuals listing ideas before 
writing. 
Encourage colorful description, humor, care-
ful sequence. 
May use notebooks and/or readers for ideas. 
Begin writing own stories. 
B'riefly review ideas discussed yesterday. 
Add any new ones given to lists. 
Individuals work on own stories. 
Teacher give help where needed. 
Individuals work on own stories. 
Proofread--emphasize correct capitalization, 
punctuation, spelling, structure and sequence. 
Emphasize good handwriting and neatness on 
finished copies. May illustrate if they wish. 
Topic: Fables, Legends, Fairy Tales the 
children have read 
Teacher-guided class discussion--use of ques-
tions. 
Work in heterogeneous groups of five. 
Group discussion--ideas to be used for a fable, 
legend, etc. 
Have recorder list ideas. Encourage sequence 
with use of categories, Who, What, When, Where, 
Why arid How. - - -
IndividualS start writing own stories. May 
use group ideas and add their own. 
Lesson V 
Lesson VI 
Lesson VII 
Lesson VIII 
Lesson IX 
Lesson X 
Work in heterogeneous groups of five. 
Briefly review ideas discussed yesterday. 
Add any new ones given to lists. 
Individuals work on own stories. 
Teacher give help where needed. 
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Individuals work on own stories. 
Proofread--emphasize correct capitalization, 
punctuation, spelling, structure and sequence. 
Emphasize good handwriting and neatness on 
finished copies. May illustrate if they wish. 
Using music for motivation, have children 
listen. 
Work in hete+Ogeneous groups of five. 
Play music for three minutes at a time. Allow 
group discussion of ideas. Compare reactions 
of groups. Guide thinking if needed. 
Short class discussion to compare group ideas. 
Using music for motivation, ·have children 
listen. 
Allow them to tell about ideas. ~uestion 
whom they picture, what, when, etc. Bring in 
time of day or night, type of weather, etc. 
Have them list their ideas. Encourage thought 
about ideas that can be brought together in 
story sequence. Have individuals start writing 
their own stories. 
If necessary for motivation, play the music 
again to stimulate yesterday's ideas and to 
add new ones. 
Have children work on own stories. 
Give individual help where needed. 
Individuals work on own stories. 
Proofread--emphasize correct capitalization, 
punctuation, spelling, structure and sequence. 
Emphasize good handwriting and neatness on 
finished copies. May illustrate if they wish. 
On the following page will be found a sample lesson plan 
from Phase IV. 
Phase IV - Lesson IV 
Objective 
To prepare the children for independent writing by having them 
write stories similar to those they have read. 
Procedure 
Arrange the children in heterogeneous groups of five. 
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Appoint a leader and a.recorder for each group. If you wish, you 
may allow the children to make the appointments. 
Bach child should have a pencil and paper. The recorder should 
have extra ~aper. Leave extra paper with each group in case it 
is needed. 
Class discussion: 
Question types of stories the children have read through in-
terest. 
Ex.: Fables, Legends, Fairy Tales, Tall Stories. 
Allow them to tell about them briefly. 
Tell them that you would like each group to discuss the possibility 
of writing a fable. If they need ideas, suggest: 
How the lion became the king of beasts. 
How the skunk got his white stripe. 
How the iamb learned to say, "Baa, Baa." 
How the dog became man's best friend. 
A hunting experience. 
The horse who could fly. 
The great man of the forest. 
The king who had no shoes. 
Add some of your own ideas. 
After you have discussed these briefly, have the groups discuss 
their ideas. 
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Remind the leader that he is to make sure they stick to one topic. 
The recorder is to list the ideas. (Encourage sequence with the 
use of ~~ ~~ ~~ Where, Why and !!2!!.) 
If they finish the discussion fairly quickly, tell them that each 
one is to write his own fable. The group ideas may be used and 
each one is to use some of his own ideas to make it interesting 
and exciting. 
Try to give the children enough time to write some of their initial 
ideas. 
Encourage thinking about the story later in the day, and tell them 
you are giving them more time tomorrow to work on it. 
CHAPTER IV 
PLAN OF THE BXP.ERIM.ENT 
It was the purpose of this study to prepare and evaluate 
the effect of a series of planned lessons in the factors 
which seem to lead to successful independent writing in Grade 
three. 
Selection of the Population.-- In determining the par-
ticipant population for both experimental and control groups, 
it seemed important that school systems representative of the 
various social and econo~ic groups in the American population 
be chosen. Permission was secured to conduct the experiment 
in a city within a twenty-five mile radius of Boston with a 
population of approximately 50,000. ~ adjacent town with a 
population of approximately 40,000 was chosen for control. 
It was originally planned to equate the groups on a socio-
economic basis, but after checking the literature on Socio-
economic and Home-Status Scales, the writer found that this 
may be done only with older children and adults. However, 
the writer found in checking the city and town reports that 
expenditures for schools and recreational facilities were 
commensurate with the populations of both areas and seemed 
to be economically equal. Both areas are primarily industrial 
centers, and both have high, middle and low socio-economic 
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areas. Therefore, it was felt that the children partici-
pating in the experiment can be considered representative 
of the general population. 
After meeting with the Elementary Supervisors of both 
school systems, cooperation was assured in ten classes in ten 
schools for experimental and in eleven classrooms in four 
schools for control. 
Thus the experiment was initiated with 300 children in 
each group. Because of prolonged absences during the experi-
ment, the data analyzed were for 283 ehildren in the experi-
mental group and 284 children in the control group. 
Choice of Teachers and Classrooms.-- Because the writer 
wished to have a representative group, request was made in 
both school systems for classrooms in the various socio-
economic areas. This request was granted. The teachers were 
equated on the basis of degrees earned, years of teaching ex-
perience, and rating of supervisors. All but two teachers in 
each group had earned a bachelor's degree. The two teachers 
in both cases had a number of years of experience. The mean 
years of teaching experience for both groups was twelve. The 
supervisors rated all but four teachers as excellent and the 
others from good to very good. 
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Preparation of the Teachers.-- Before the initial testing, 
the writer met with the teachers of both groups and explained 
the plan of the study. Each one gave her utmost cooperation. 
The teachers in the control group were asked to continue 
teaching the language arts program as they had been doing. 
Three meetings were planned with those participating in the 
experiment in order to explain the use of the materials and 
to give instructions in the techniques being presented. The 
writer visited each classroom twice during the experiment in 
order to observe the children, to inquire into the teachers' 
reactions, and to answer any possible questions. 
Initial Testing.-- The initial testing began on January 
22, 1962, and ended on January 26, 1962. The writer was 
assisted by Boston College students who had training and ex-
perience in testing. The following tests and check lists 
were given to both the experimentalr and control groups. 
(Refer to Appendix A, pages 132-153.) 
y 
71 
1. California Short-Form Test of Mental.Maturity y 
2. California Achievement Test in Language and Spelling y 
3. California Test of Personality y 
4. Kottmeyer Diagnostic Phonetic Spelling Test 
!/Elizabeth T. Sullivan, Willis Clark and Ernest w. Tiegs, 
California Sh0rt-Form Test of Mental Maturity, Primary, 1957 
S-Form, California Test Bureau, Monterey, California, 1957. 
a/Ernest W. Tiegs and Willis Clark, California Language Test, 
Upper Primary, Form W, California Test Bureau, Cali~ornia, 1957. 
3/Louis P. Thorpe, Willis W. Clark and ~rnest W. Tiegs, Cali-
7ornia Test of Personality, Grades Kindergarten to Three;---
Form AA, California Test Bureau, California, 1953. 
!/William Kottmeyer, Teacher's Guide for Remedial Reading, 
Webster Publishing Company, U.S.A., 1959, pp. 87-90. 
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5. Speed of Writing Test 
6. Check Lists 
a. Quality of Dictation 
b. Answering Questions in Complete Sentences 
7. Idea Count--Quantitative Analysis of Children's Writing 
8. Independent Writing--Anderson Scale for Qualitative 
Analysis of Children's Writing
1
/ 
The purpose of the idea count is to find out how many 
ideas a child writes in a story. 
Because dictation and the use of complete sentences are 
an important phase of the language arts program, it was de-
cided to give a check list. 
Final Testing.-- The final testing began on April 2, 1962, 
and ended on April 6, 1962. Again the writer was assisted by 
Boston College students who had been trained in and had ex-
perience in testing. With the exception of mental age and per-
sonality, the same battery of tests was given. Form X, Cali-
Y fornia Language Test was given and the check lists were 
changed somewhat in content but not in value. These may be 
found in Appendix C, pages 228-234. 
i7Eleanor M. Anderson, Construction and Evaluation of a Scale 1'or Creative Writing, Unpublished Master's Thesis, Boston Uni-
versity School of Education, Boston, 1957. 
£/Ernest W. Tiegs and Willis Clark, California Language Test, 
Upper Primary, Form X, California Test Bureau, California, 
1957. 
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Description of the Control Group.-- In all the classrooms 
the areas of the language arts were taught according to the 
courses of study and the textbooks. In none of these class-
rooms was the program integrated in the factors which lead 
to independent writing. Lessons in writing were taught in 
all eleven of these classrooms. The children were well versed 
in the mechanics of English, phonics and spelling. 
Description of the Experimental Group.-- In all ten 
classrooms the regular language program was suspended for the 
duration of the experiment. All the teachers adhered to the 
program ~eveloped by the writer. 
The teachers were given the lesson plans and asked to 
read them ahead of time for better comprehension of the se-
quence and continuity. 
The worksheets for the children were prepared by the 
writer and each child was given a notebook in which to write 
his words and ideas. 
Correction of the Tests.-- Because all the tests ad-
ministered had to be corrected by hand, the writer requested 
the services of a team for the purpose of correcting. The 
writer scored many Gf the standardized tests but to be assured 
of complete objectivity, gave all others to the team. It is 
pertinent to note here that all the independent writing and 
idea counts were scored by the same students with the use of y 
the Anderson Scale. At the time, they did not know to which 
!/Anderson, loc. cit. 
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group--control or experimental--the papers belonged. The 
Boston College students who helped score the tests were others 
than those who had administered them. 
On the following pages will be found the Types of Activ-
ities Used in Lesson Plans and Worksheets and the Plan of 
Lessons Presented. 
1. 
TYPES OF ACTIVITIES USED IN LESSON PL~S 
.AND WORKSH.EBTS FOR EXPERIMENTAL GROUP 
Phonics 
a. Listing words that sound the same as those given. 
b. Finding words in readers that end in ne. 11 
c. Finding words that begin with given consonant blends. 
d. Finding words that end with given consonant blends. 
2. Vocabulary 
a. Classification 
b. Filling in correct words left out in sentences. 
c. Matching words with meanings. 
d. Matching words with synonyms. 
e. Listing words that suggest color, size, and kind. 
f. Listing words that describe. 
3. Sequence 
a. Using story written by writer, answer questions 
who, what, when, where, and why. 
b. Arranging sentences in sequence. 
4. Punctuation 
a. Given sentences. Punctuate correctly. 
b. Given short paragraph. Punctuate correctly. 
5. Reading 
a. Reading stories (written by writer) for enjoyment. 
b. Reading stories (written by writer) and answering 
questions. 
c. Reading poetry. 
6. Writing 
75 
a. Filling in missing parts of stories. 
b. Given a situation (give part of a story) what would you do? 
Finish in one or two sentences. 
c. Given poems, riddles, and limericks (3 or 4 lines). 
Ask the children to finish the last line. 
d. List ideas that come from seeing, hearing, smelling, 
tasting, and feeling. 
PLAN OF LESSONS PRESENTED 
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PHASE I PHASE II PHASE III PHASE IV 
Phonics - Write Phonics - Write Phonics - Write Discussion -
what they hear. what they hear 
-
what they hear. Groups.Types of 
Short vowel long vowel Emphasis on Fun in the Snow-
sounds - conso- sounds-final "e" listening. Teacher-guided 
nants. consonant blends. discussion. 
Ans. ques. in Vocabulary - In- Conversation - Review yester-
complete sent. sert color~ size, Groups-Own ex- day's ideas. 
Note parts. kind.Stress on periences - Children write 
Copy from board • complete sen- Group dictation. own stories. 
tence. 
Tell story in Vocabulary - Use Discuss1on. Work on stor1es. 
sequence. Copy readers. Assigned topic. Proofread. Note 
from board.Note Encourage use in Groups. Group punc. & spelling. 
punc. & spelling. speech. dictation. Rewrite. 
Dictate words & Copy story from Groups.Describe Groups. Discus-
sentences. Lo- board.Bmphasis person. Note se- sion-Fables~ 
cate in readers. on caps. ,punc., quence. Group Legends, Tall 
Copy in note- and structure. dictation. Stories. List 
book. ideas. 
Children tell Story on board. Groups. Describe Groups. Review 
stories. Put on Study punctua- place. Note se- ideas • Emphasis 
board. Children tion • .Erase. quence. Group on sequence. 
copy one. Dictate. dictation. Write stories. 
Phonics. Write Groups. Children Work on stories. 
what they hear - add final sen- Proofread. Note 
words~ phrases, tences to unfin- punc. & spelling. 
and sentences. ished story. Rewrite. :Bmpha-
sis on hand-
writing and 
neatness. 
Groups. Use of Using basic Listen to music. 
readers. Copy reader, children Discuss· ideas. 
words suggested find words that Teacher ques-
by senses. suggest color, tions.List ideas 
size, kind, etc. on board.Bncour-
.age further 
thought. 
Work on complete Groups. Children Listen to music. 
sentences using fill in parts of Discuss ideas. 
who~ what, when, an incomplete Teacher ques-
where-;-'aiid why. story. tions. List ideas 
on board.Bncour-
age further 
thought. 
Comparison as a Gro~ps. Given a Class discussion. 
method of beginning sen- Review ye ster-
description. tence. Discuss day's ideas. Em-
ideas. Children phasis on se-
write own quence. Children 
S·torie s. write own 
stories. 
Unstudied die- Work on yester- Work on stories. 
tation. Use of day's story. Proofread. Note 
rhyming words. Proofread. Em- punc. & spelling. 
phasis on punc- Rewrite. Bmpha-
tuation and sis on hand-
spelling. Re- writing and neat-
write. ness. 
CHAPTER V 
ANALYSIS OF DATA 
It was the purpose of this study to evaluate the effect 
of a series of planned lessons in the factors which seem to 
lead to independent writing in Grade three. The analysis of 
data was organized to reveal change in: 
1. Language achievement 
2. Spelling achievement 
3. Phonetic ability 
4. Quality of dictation 
5. Answering questions in complete sentences 
6. Speed of writing 
7. Quantity of ideas used in writing 
8. Quality of independent writing. 
The groups were equated on the basis of chronological 
age and mental age. In the process of equating the experi-
mental group changed in quantity from 283 children to 212, 
and the control from 284 children to 212. All the data pre-
sented on the following pages are figured on the basis of 
these matched groups. 
The data were compared to determine the relationship 
of the groups in each of the variables initially tested. 
They were compared to determine the relationship in the final 
testing. The data were then analyzed to compare the amount 
of gain in each of the variables tested. 
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1. Initial Measures--Equating Experimental 
and Control Groups 
Table 1. A Comparison of Mean Chronological Ages--January, 
1962 
Group No. Mean S. D. 
B 
c 
212 103.63 5.53 
212 103.60 5.01 
s • .B. M . 
• 380 
.344 
Diff. S.B.Diff. C.R. 
.028 .512 .06 
The mean chrono~ogical ages for the experimental and 
control groups were almost identical. The difference of 
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.028 yields a critical ratio of .06 which is not statistically 
significant and indicates the groups are almost identical in 
terms of chronological age. 
Table 2. A Comparison of Mean Mental Ages--January, 1962 
Group No. Mean s. D. 
c 
212 112.99 11.91 
212 113.06 11.80 
S.B.M. 
• 818 
.810 
Diff. S • .E.Diff. C.R • 
.071 1.151 .06 
an examination of the above table shows the difference 
between means to be .071 which yields a critical ratio of .06. 
This is not statistically significant and indicates the ex-
perimental and control groups are almost identical in terms of 
mean mental age. 
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2. Comparison of Means in Initial Testing 
Table 3. A Compar son of Mean Language Achievement--January, 
1962 
Group No. Mean 
B 
c 
212 38.01 
212 39.91 
S. D. 
9.22 
8.92 
.633 
.612 
Diff. 
1.901 
S.B.Diff • C.R. 
.881 2.15 
An examination of the above table shows the difference 
between means to be 1.901 which yields a critical ratio of 
2.15. This is statistically significant in favor of the con-
trol group. 
Table 4. A eomparison of Mean Spelling Achievement--January, 
1962 
Group No. Mean 
B 
c 
212 12.70 
212 14.34 
S. D. 
3.48 
3.36 
.239 
.231 
Dif£. 
1.642 
S.E.Diff. C.R. 
.333 4.94 
An examination of the above table shows the difference 
between means to be 1.642 which yields a critical ratio of 
4.94. This is statistically significant in favor of the con-
trol group. 
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Table 5. A Comparison of Mean Phonics Scores--January, 1962 
Group No. Mean S. D. s.E. M • Diff. s.:s.Diff. c.a. 
.B 
c 
212 
212 
19.99 
21.78 
3.77 
3.84 
• 259 
.2'64 
1.783 .369 4.83 
The mean score of 19.99 for the experimenta~ group as 
compared to the mean score of 21.78 for the control group 
yields a difference of 1.783 in favor of the control group. 
The difference shows a critical ratio of 4.83 which is sta-
tistically significant in favor of the control group. 
Table 6. A Comparison of Mean Dictation Scores--January, 1962 
Group No. Mean 
.B 212 22.17 
c 212 23.61 
S. D. 
4.10 
3.11 
.281 
.214 
Diff. 
1.439 
c.R. 
.353 
The mean score of 22.17 for the experimental group as 
compared to 23.61 for the control group yields a difference 
of 1.439 in favor of the control group. The difference shows 
a critical ratio of 4.07 which is statistically significant 
in favor of the control group. 
Table 7. A Comparison of Mean Scores for Check List in An-
swering Questions in Complete Sentences--January, 
1962 
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Group No. Mean s. D. Diff. S.E.Diff. C.R • 
:B 
c 
212 
212 
5.76 
5.83 
2.18 • 150 
.135 
.066 .202 .03 
The mean score for the experimental group is 5.76 as 
compared to 5.83 for the control group. The difference be-
tween means is .066 and yields a critical ratio of .03 
which is not statistically significant. The groups can be 
considered almost identical in their ability to answer ques-
tions in complete sentences. 
Table 8. A Comparison of Mean Scores in Speed of Writing 
Ability--January, 1962 
Group No. Mean S. D. Diff. S.E.Diff. C.R • 
.B 
c 
212 33.98 
212 35.49 
7.37 
8.22 
• 506 
.565 
1.514 .758 2.00 
The mean score for the experimental group is 33.98 as 
compared to 35.49 for the control group. The difference be-
tween means is 1.514 and yields a critical ratio of 2.00 which 
is statistically significant in favor of the control group. 
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Table 9. A Comparison of Mean Idea Count--January, 1962 
Group No. 
E 
c 
212 
212 
Mean 
3.94 
3.36 
S. D. 
2.14 
1.56 
• 147 
.107 
Diff. 
.651 
S.E.Diff. C.R • 
.504 1.29 
An examination of the above table shows the difference 
between means to be .65l.which yields a critical ratio of 
1.29. The difference in mean Idea Count is 'not statistically 
significant. 
Table 10. A Comparison of Mean Independent Writing Scores--
January, 1962 
Group No. 
B 
c 
212 
212 
Mean 
2.92 
2.27 
S. D. 
1.51 
1.43 
.103 
.098 
Diff. 
.642 
S.E.Diff. C.R. 
.• 109 5.90 
An examination of the above table shows the difference 
between means to be .642 which yields a critical ratio of 
5.90. This is statistically significant in favor of the ex-
perimental group. 
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3. Comparison of Means in Final Testing 
Table 11. A Comparison of Mean Language Achievement--April, 
1962 . < 
Group No. Mea.n S. D. S • .E. 
. M. Diff. S.:E. C.R. Diff. 
.B 
c 
212 51.42 
212 46.68 
6.82 
8.38 
.468 
.576 
4.73 .74 6.38 
An examination of the above table shows the mean score 
for the experimental group to be 51.42 as compared to 46.68 
for the control group. The difference between means is 4.73 
and yields a critical ratio of 6.38 which is statistically 
significant in favor of the experimental group. 
Table 12. A Comparison of Mean Spelling Achievement--Aprif, 
'-962 
Group No. 
B 
c 
212 
212 
Mean 
18.09 
16.06 
S. D. 
3.46 
3.37 
.237 
.231 
Diff. S.E.Diff. C.R. 
.331 6.14 
The mean score for the experimental group is 18.09 as 
compared to 16.06 £or the control group. The difference be-
tween means is 2.03 and yields a critical ratio of 6.14 which 
is statistically significant in favor of the experimental group. 
Table 13. A Comparison of Mean Phonics Scores--April, 1962 
Group No. Mean 
B 
c 
212 30.41 
212 27.22 
S. D. 
1.63 
4.02 
.112 
.276 
Diff. 
3.189 
S.E.Diff. C.R. 
.298 10.72 
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The mean score of 30.41 for the experimental group as 
compared to 27-.22 for the control group yields a difference 
of 3.189 in favor of the experimental group. This difference 
shows a critical ratio of 10.72 which is statistically sig-
nificant in favor of the experimental group. 
Table 14. A Comparison of Mean Dictation Scores--April, 1962 
Group No. Mean S. D. s.:s.M. Diff. S.E.Diff. c.R. 
B 212 35.47 2.44 .168 
7.132 .331 21.53 
c 212 28.29 4.16 .286 
The mean score of 35.47 for the experimental group as 
compared to 28.29 for the control group yields a difference 
of 7.132 in favor of the experimental group. This difference 
shows a critical ratio of 21.53 which is statistically sig-
nificant in favor of the experimental group. 
Table 15. A Comparison of Mean Scores for Check List in An-
swering Questions in Complete Sentences--April, 
1962 
Group No. 
E 
c 
212 
212 
Mean S. D. 
11.51 1.10 
7.66 2.23 
.075 
.153 
Diff. 
3.844 
. 
S.E.Diff. C.R. 
.171 22.51 
An examination of the above table shows the mean score 
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for the experimental group to be 11.51 as compared to 7.66 
for the control group. The-difference between means is 3.844 
and yields a critical ratio of 22.51 which is statistically 
significant in favor of the experimental group. 
Table 16. A Comparison of Mean Scores in Speed of Writing 
Ability--~pril, 1962 
Group No. Mean 
E 
c 
212 42.46 
212 38.42 
S. D. 
6.08 
9.35 
.417 
.413 
Diff. 
4.038 
S.E.Diff. C.R~ 
.766 5.27 
The mean score for the experimental group is 42.46 as 
compared to 38.42 for the control group. The difference be-
tween means is 4.038 and yields a critical ratio of 5.27 
which is statistically significant in favor of the experi-
mental group. 
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Table 17. A Comparison of Mean Idea Count--April, 1962 
Group No. Mean S. D. Diff. S.:E.Diff. C.R. 
B 
c 
212 
212 
7.53 
3.86 
2.45 
1.70 
.169 
.117 
3.665 .205 17.87 
An examination of the above table shows the mean score 
for the experimental group to be 7.53 as compared to 3.86 for 
the control group. The difference between means is 3.665 and 
yields. a critical ratio of 17.87 which is statistically sig-
nificant in favor of the experimental group. 
Table 18. A Comparison of Mean Independent Writing Scores--
April, 1962 
Group No. 
B 
c 
212 
212 
Mean 
8.86 
3.06 
s. D. 
" 1.88 
1.88 
.129 
.129 
Diff. 
5.802 
S.B.Diff • C.R. 
.182 31.84 
An examination of the above table shows the mean score 
for the experimental group to be 8.86 as compared to 3.06 for 
the control group. The difference between means is 5.802 
which yields a critical ratio of 31.84 which is statistically 
significant in favor of the experimental group. 
In view of the fact that the initial testing showed 
the control group to be superior to· the experimental group 
on every factor but that of independe~t writing, it was 
deemed advisable to compute the amount of growth for each 
group from January to April and to then show whether the 
differences between mean gains were significant. This 
process factors out any superiority which a group might 
have had at the beginning of the study. 
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4. Comparison of Mean Gains for Experimental 
and Control Groups 
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Table 19. A Comparison of Mean Language Achievement--January-
April, 1962 
Time Group No. Mean S.D. S.E. M. Diff. S.B. Diff. c.R. 
Jan. E 212 38.01 9.22 .633 
13.41 .787 11.70 
Apr. E 212 51.4~ 6.82 .468 
Jan. c 212 39.91 8.92 .612 
6.77 .840 8.06 
Apr. c 212 46.68 8.38 .576 
The above data shows a gain of 13.41 for the experimental 
~ 
group. The critical ratio of 11.70 indicates significant gain. 
The 
cal 
control group showed a gain of 6.77, which yielded 
ratio of 8.06, which indicates significant gain. 
Table 20. A Comparison of Mean Gains in Language 
Achievement--January-April, 1962 
Group 
E 
c 
Gain 
13.-41 
6.77 
S.E.Diff. 
.787 
.840 
Diff. 
6.64 
s.E.G . al.n 
1.51 
C.R. 
4.40 
a criti-
An examination of the above table shows the difference in 
gain between the experimental and control groups to be 6.64. 
The critical ratio is 4.40 and is statistically significant in 
favor of the experimental group. 
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Table 21. A Comparison of Mean Spelling Achievement--January-
April, 1962 
Time Group No. Mean S.D. S.B.M. Diff. s.:B.Diff. C.R. 
Jan. E 212 12.70 3.48 .239 
. 5.39 ~· 3;36 16~04 
Apr. B 212 18.09 3.46 .237 
Jan. c 212 14".34 3.36 .231 
1.72 ".327 
Apr. c 212 16.06 3·.37 .231 
The difference· in mean scores for the experimental group 
is 5.39. ,The critical ratio is 16.04 which indicates sig-
nificant gain. The control group shows a gain of 1.72. The 
critical ratio is 5.26 which shows significant gain. 
Table 22. A Comparison of Mean Gains in Spelling 
Achievement--January-April, 1962 
Group Gain S.E.Diff. Diff. s.B. . Ga1n c.R. 
B 5.39 •• 336 
3.67 .469 7.83 
c 1 .• 72 _.327 
5.26 
The difference between the mean gains for the experimental 
and control groups in spelling achievement is 3.67. The criti-
cal ratio is 7 .'83 which is statistically significant in favor 
of the experimental group. 
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Table 23. a Comparison of Mean Phonics Scores--January-April, 
1962 
Time Group No. Mean s,.D~ s • .B.M. Diff. s.E. C.R. Diff • 
Jan. .B 212 19.99 3.77 • 259 
10.42 .282 36.95 
Apr. B 212 30.41 1.63 .112 
Jan. ·c 212 21.78 3.84 .264 
5.44 .382 14.24 
Apr. c 212 27~22 4.02 .276 
The difference in mean scores for the experimental group 
shows a gain of 10.42. The critical ratio is 36.95 which in-
dicates signiricant gain. The difference in mean scores for 
the control group is 5.44. The critical ratio is 14.24 which 
shows significant gain. 
Table 24. A Comparison of Mean Gains in Phonics 
Scores--January-April~ 1962 
Group Gain Diff. S.E.G . C.R. a1n 
.B 10.42 .282 
4.98 .475 10.48 
c 5.44 .382 
The difference between the mean gains for the experimental 
and control groups in phonics is 4.98. This yields a critical 
ratio of 10.48 which is statistically significant in favor of 
the experimental group. 
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Table 25. A Comparison of Mean Dictation Scores--January-April, 
1962 
Time Group No. Mean S.D. s . .:a.M. Diff. S.E.Diff. c.R • 
Jan. B 212 22.17 4.10 • 281 
13.30 .352 37.78 
Apr. E 212 35.47 2.44 .168 
Jan. c 212 23.61 3.11 .214 
4.68 .357 13.11 
Apr. c 212 28;29 4.16 .286 
The difference in mean scores for the experimental group 
shows a gain of 13.30. The critical ratio is 37.78 which in-
dicates significant gain. The difference in mean scores for 
the control group is 4.68. The critical ratio is 13.11 which 
shows significant gain. 
Table 26. A Comparison of Mean Gains in Dictation 
Scores--January-April, 1962 
Group Gain 
c 
13.30 
4.68 
S.B •. ff Diff. Dl. • 
.352 
.357 
8.62 
S.B.G . C.R. a1n 
.501 17.21 
The difference between the mean gains for the experi-
mental and control groups in dictation scores is 8.62. This 
yields a critical ratio of 17.21 which is statistically sig-
nificant in favor of the experimental group. 
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Table 27. A Comparison of Mean Scores for Check List in An-
swering Questions in Complete Sentences--January-
.April, 1962 
Time Group No. Mean S.D. S.B.M. Diff. s . .B. c.R. Diff. 
Jan. E 212 5.76 2.18 .150 
5.75 .168 34.23 
Apr. B 212 11.51 1.10 .075 
Jan. c 212 5.83 1.97 .135 
1.83 .204 
Apr. c 212 7.66 2.23 .153 
The .difference in mean scores for the experimental group 
shows a gain of 5.75. This yields a critical ratio of 34.23 
which indicates si~nificant gain. The difference in mean 
scores for the control group is 1.83. The critical ratio is 
8•97 which shows significant gain. 
Table 28. A Comparison of Mean Gains in Check List 
in Answering Questions in Complete Sen-
tences--January-April, 1962 
Group Gain S.B.Diff. Diff. s.:e.G . a1n C.R. 
.E 5.75 .168 
3.92 .264 14.85 
c ~.83 .204 
The difference between the mean gains for the experi-
mental and control groups is 3.92. This yields a critical 
ratio of 14.85 which is statistically significant in favor 
of the experimental group. 
8.97 
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Table 29. A Comparison of Mean Scores in Speed of Writing 
· Ability--January-April, 1962 
Time Group No. Mean s .. n. S.E.M. Diff. S • .B.Diff. c.R. 
Jan. B 212 33.98 7.37 .506 
8.48 .653 12.99 
Apr. E 212 42.46 9.35 .413 
Jan. c 212 35.49 8.22 .565 
2.93 .699 
Apr. c 212 38.42 9.35 .413 
The difference in mean scores for the experimental group 
shows a gain of 8.48. This yields a critical ratio of 12.99 
which indicates significant gain. The difference in mean 
scores for the control group is 2.93. The critical ratio is 
4.19 which shows significant gain. 
Table 30. A Comparison of Mean Gains in Speed of 
Writing Ability--January-April, 1962 
Group Gain S.E.Diff. Diff. S.E .G .. c.R. 
· a:t.n 
B 8.48 .• 653 . 
5.55 .956 5.8i 
c 2:93 :699 
The difference between the mean gains for the experi-
mental and control groups is 5.55. This yields a critical 
ratio of 5.81 which is statistically significant in favor of 
the experimental group. 
4.19 
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Table 31. A Comparison of Mean Idea Count--January-April, 1962 
Time Group No. Mean s_.n. s.E. Diff. s .• B. c.R. M .• Diff. 
Jan. B 212 3.94 2.14 ,.147 
. 
3.59 .• 224 16.03 
Apr .• :B 212 7ceS3 2.45 .169 
Jan. c 212 3 .• 36 l .• S6 .• 107 
.. so .158 
Apr .. c 212 3,.86 1 .• 70 ,.117 
The difference in mean scores for the experimental group 
shows a gain of 3 .• S9-. The critical ratio is 16.03 which ·in-
dicates significant gain. The difference in mean scores for 
the control group shows a gain of .• so. The critical ratio is 
3.16 which shows significant gain. 
Table 32~ A Comparison of Mean Gains in Idea Count--
January-April, 1962 
Group Gal.n s .. :a .• Diff .• s .. n. c .• R. 
Diff. Gain 
.E 3-.59 -.224 
3·.09 -.274 11*.28 
c ·.50 ·.158 
3 .• 16 
The difference between the mean gains for the experi-
mental and control groups in ideaAcount is 3.09. The critical 
ratio is 11.28 which is statistically significant in favor of 
the experimental group~ 
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Table 33. A Comparison of Mean Independent Writing Scores--
January-April, 1962 
Time Group No. Mean S.D. s.B. M. Dif£. s • .B.Diff. c.R. 
Jan. B 212 2.92 1.51 .103 
;5.94 .17 36.00 
Apr. B 212 8.8p 1.88 .129 
Jan. c 212 2.27 1.43 .098 
.79 .16 
Apr. c 212 3.06 1.88 .129 
The difference in mean scores for the experimental group 
shows a gain of 5.94. The critical ratio is 36.00 which in-
dicates significant gain. The difference in mean scores for 
the control group shows a gain of .79. The critical ratio is 
4.31 which shows significant gain. 
Table 34. A Comparison of Mean Gains in Independent 
Writing Scores--January-April, 1962 
Grdup Gain . S~B.Diff. Diff. s.E. c. R. Gain 
E 5.94 .17 
5.15 .43 11.97 
c .79 .16 
The difference between the mean gains in independent 
. 
writing is 5.15. The critical ratio is 11.97, which is sta-
tistically significant in favor of the experimental group. 
4.31 
Sub Studies.-- The experimental data were divided by 
sex and studied to determine whether there was any dif-
ference in gain in independent writing ability. 
The experimental data were qu·artered according to 
mental age to determine the amount of gain in independent 
writing between the initial and final testing in inde-
pendent writing. 
The experimental data were also analyzed to determine 
any possible correlation between sex and ability in inde-
pendent writing and between personality and independent 
writing. 
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5. Comparison of Sex Differences in Mean Mental Ages and 
Independent Writing Scores--~xperimental Group 
Table 35. A Comparison of Sex Differences in Mean Mental 
,Ages--January, 1962 
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Group No. Mean S •. D. S.E.M. Diff. s.B.Diff. C.R. 
M 109 113.00 11.54 1.105 
.03 1.652 .02 
F 103 112.97 12.28 1.210 
An examination of the above table shows the difference 
between means to be .03. This yields a critical ratio of 
.02 which is not statistically significant. 
Table 36. A Comparison of Sex Differences in Mean Independ-
ent Writing Scores--January, 1962 
Group No. Mean S. D. S • .E.M • Diff. s.E •. f D1.f • C.R. 
M 109 2.80 1.50 • 144 
.24 .206 1.17 
F 103 3.04 1.49 .147 
The difference between means is .24. This yields a 
critical ratio of 1.17 which is not statistically signifi-
cant. 
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Table 37. A Comparison of Sex Differences in Mean Independ-
ent Writing Scores--April, 1962 
Group No. Mean S. D. S.B.M • Diff. S.B.Diff. c.R. 
M 109 8.73 1.83 • 175 
.26 .257 .10 
F 103 8.99 1.91 .188 
The above data shows the difference between means to be 
.26. This yields a critical ratio of .10:~ which is not sta-
tistically significant. 
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Table 38. A Comparison of Sex Differences in Mean Independent 
Writing Scores--January-April, 1962 
Time Group No. Mean S.D. S.E.M. Diff. S.E. . ff c.R. D~ • 
Jan. M 109 2.80 1.50 .144 
5.93 .227 26.12 
Apr. M 109 8.73 1.83 .175 
Jan. F 103 3.04 1.49 .147 
5.95 .239 24.90 
Apr. F 103 8.99 1.91 .188 
The difference in the mean scores for the boys shows a 
gain of 5.93 which yields a critical ratio of 26.12. This in-
dicates significant gain for the boys. The difference in mean 
scores for the girls shows a gain of 5.95. The critical ratio 
is 24.90 which shows significant gain for the girls. 
Tal;lle 39. A Comparison of Sex Differences in Mean 
Gains in Independent Writing Scores--
January-.t\pril, 1962 
Group Gain S.B.Diff. Diff. S • .E.G . c.R. a~n 
M 5.93 .227 
.02 .364 .06 
F 5 .. 95 .239 
An examination of the above table shows the difference 
in gain between the boys and girls to be .02. The critical 
ratio is .06 and is not statistically significant. 
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The experimental data were quartered according to mental 
age to determine the amount of gain in independent writing. 
The mean mental ages are as follows: 
Group I - 128.0 months (10.8) 
Group II - 117.2 months (9.11) 
Group III - 109.2 months (9.3) 
Group IV 97.5 months (8.6) 
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6. Comparison of Mean Independent Writing Scores--Four Levels 
of Ability--Experimental Group--January, 1962 
Table 40. A Comparison of Mean Independent Writing Scores--
Groups I and !!--January, 1962 
Group No. Mean S. D. S.B.M. Diff. s.:s.Diff. c.R. 
I 53 5.13 3.24 .445 
2.34 .482 4.85 
II 53 2.79 1.34 .184 
-
An examination of the above table shows the difference 
in means to be 2.34 which yields a critical ratio of 4.85. 
This is statistically significant in favor of Group I. 
Table 41. A Comparison of Mean Independent Writing Scores--
Groups I and III--January, 1962 
Group No. 
I 
III 
53 
53 
Mean 
5.13 
2.85 
S. D. 
3.24 
1.17 
.445 
.161 
Diff. 
2.28 
S.B.Diff. C.R. 
.473 4.82 
The difference between means for Groups I and III is 
2.28. This yields a critical ratio of 4.82 which is sta-
tistically significant in favor of Group I. 
Table 42. A Comparison of Mean Independent Writing Scores--
Groups II and III--January, 1962 
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Group No. Mean S. D. Diff. s • .B. c.R. 
Diff. 
II 53 2.79 1.34 .184 
.06 .191 .31 
III 53 2.85 1.17 .161 
The difference between means far Groups II and III is 
.06. This yields a critical ratio of .31 which is not sta-
tistically significant. 
Table 43. A Comparison of Mean Independent Writing Scores--
Groups I and IV--January, 1962 
Group No. 
I 
IV 
53 
53 
Mean s. D. 
3.24 
1.47 
.445 
.202 
Diff. S.E. C.R. 
Diff. 
2.58 .488 5.29 
The difference between means for Groups I and IV is 
2.58. This yields a critical ratio of 5.29 which is sta-
tistically significant in favor of Group I. 
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Table 44. A Comparison of Mean Independent Writing Scores--
Groups II and IV--January, 1962 
Group No. Mean s. D. 
II 53 2.79 1.34 
IV 53 2;55 1.47 
;184 
.202 
Diff. 
.24 
s.B. "ff c.R. D:J. • 
.273 .88 
The difference between means for Groups II and IV is 
.24. This yields a critical ratio of .88 which is not sta-
tistically significant. 
Table 45~ A Comparison of Mean Independent Writing Scores--
Groups III and IV--January, 1962 
Group No. Mean s-. n. s .. B. Diff .• s .• E. C,.R. M. Diff • 
III 53 2 .. 85 ~ .. 17 .. 161 
.• 30 .258 1,.16 
IV 53 2.55 1,.47 .• 202 
The difference between means for Groups III and IV is 
.~0. This yields a critical ratio of l.i6 which is not sta-
tistically significant. 
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Table 46. A Comparison of Mean Independent Writing Scores--
Groups I and !!--April, 1962 
Group No. 
I 
II 
53 
53 
Mean 
9.55 
9<e43 
s·. D. 
1-.60 
1·.03 
•219 
t.l42 
Diff. 
.12 
c-.R. 
;261 .46 
The difference between means for Groups I and II in the 
final testing was .12~ This yields a critical ratio of .46 
which is not statistically significant. 
Table 47. A Comparison of Mean Independent Writing Scores--
Groups I and III-~April, 1962 
Group No. Mean s. D. S.E.M. Diff. S.E.Diff. C.R. 
I 53 9;55 1:60 ;219 
" 
.74 .341 2.17 
III 53 8.81 1.99 .262 
The difference between means for Groups I and III was 
.74. This yields a critical ratio of 2.17 which is sta-
tistically significant in favor of Group I. 
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Table 48. A Comparison of Mean Independent Writing Scares--
Groups II and III--April, 1962 
Group No. 
II 
III 
53 
53 
Mean 
9.43 
8.81 
s. D. 
1.03 
1.99 
s.B. M. 
.142 
.262 
Diff. 
.62 
S.E. C.R. 
Diff. 
.298 2.08 
The difference in means for Groups II and III was .62. 
This yields a critical ratio of 2.08 which is statistically 
significant in favor of Group II. 
Table 49. A Comparison of Mean Independent Writing Scores--
Groups I and IV--April, 1962 
Group No. 
I 
IV 
53 
53 
Mean S. D. 
9.55 1.60 
7.81 1.60 
• "219 
.219 
Diff. 
1.74 
S .B 
• • "ff C.R. D1' • 
;309 5.-o3 
The difference between means for Groups I and IV was 
1 •. 74. This yields a critical ratio of 5.63 which is sta-
tistically significant in favor of Group I. 
Table 50. A Comparison of Mean Independent Writing Scores--
Groups II and IV--Apri1 1 1962 
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Group No. Mean S. D. S.B.M. Diff. s.E. c.R. Diff. 
II 53 
IV 53 
9.43 
7.81 
1.03 
1.60 
.142 
.219 
1.62 .261 6.21 
The difference in means for Groups II and IV was 1.62. 
This yields a critical ratio of 6.21 which is statistically 
significant in favor of Group II. 
Table 51. A Comparison of Mean Independent Writing Scores--
Groups III and IV--Apri1 1 1962 
Group No. Mean S. D. S.E.M. Diff. s.B. Diff. C.R. 
III 53 8.81 1.99 .262 
1.00 .341 2.93 
IV 53 7.81 1.60 .219 
The difference between mean scores for Groups III and IV 
was 1.00. This yields a critical ratio of 2.93 which is sta-
tistically significant in favor of Group III. 
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Table 52. A Comparison of Mean Independent Writing Scores--
Groups I and II--January-April, 1962. 
Time Group No. Mean S.D. S.E. Diff. S.E. c.R. M. Diff. 
Jan. I 53 5.13 3.24 .445 
4.42 .496 8.91 
Apr. I 53 9.55 1.60 .219 
Jan. II 53 2.79 1.34 .184 
6.64 .232 28.62 
Apr. II 53 9.43 1.03 .142 
The difference in mean scores for Group I shows a gain of 
4.42 which yields a critical ratio of 8.91. This indicates 
significant gain. The difference in mean scores for Group II 
shows a gain of 6.64 which yields a critical ratio of 28.62. 
This shows significant gain. 
Table 53. A Comparison of Mean Gains in Independent 
Writing Scores--Groups I and II--January-
April, 1962 
Group Gain 
I 4.42 
II 6.64 
S.E.Diff. 
.496 
.232 
Diff. S.E. C.R. Gain 
2.22 .548 4.05 
An examination of the above table shows the difference 
in gain between Groups I and II to be 2.22. This yields a 
critical ratio of 4.05 which is statistically significant in 
favor of Group II. 
Table 54. A Comparison of Mean Independent Writing Scores--
Groups I and III--January-April, 1962 
Time Group No. 
Jan. I 
Apr. I 
Jan. III 
Apr. III 
53 
53 
53 
53 
Mean S.D. 
5.13 3.24 
9.55 1.60 
2.85 1.17 
8.81 1.99 
.445 
.219 
.161 
.262 
Diff. 
4.42 .496 
5.96 .308 
The difference in mean scores for Group I shows a gain 
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C.R. 
8.91 
19.35 
of 4.42 which yields a critical ratio of 8.91. This indicates 
significant gain. The difference in mean score for Group III 
shows a gain of 5.96 which yields a critical ratio of 19.35. 
This shows significant gain. 
Table 55. A Comparison of Mean Gains in Independent 
Writing Scores--Groups I and III--January-
April, 1962 
Group Gain 
I 
III 
4.42 
5.96 
S.E.Diff. 
.496 
.308 
Diff. 
1.54 
S.E.G . a1n 
.583 
C.R. 
2.64 
An examination of the above table shows the difference 
in gain between Groups I and III to be 1.54. This yields a 
critical ratio of 2.64 which is statistically significant 
in favor of Group III. 
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Table 56. A Comparison of Mean Independent Writing Scores--
Groups II and III--January-April, 1962 
Time Group No. Mean S.D. S.B.M. Diff. S.B.Diff. 
Jan. II 53 2.79 1.34 .184 
6.64 .232 
Apr. II 53 9.43 1.03 .142 
Jan. III 53 2.85 1.17 .161 
5.96 .308 
Apr. III 53 8.81 1.99 .262 
The difference in mean scores for Group II shows a gain 
of 6.64 which yields a critical ratio of 28.62. The differ-
ence in mean scores for Group III shows a gain of 5.96 which 
yields a critical ratio of 19.35. Both groups show signifi-
cant gain. 
Table 57. A Comparison of Mean Gains in Independent 
Writing Scores--Groups II and III-January-
April, 1962 
Group Gain 
II 
III 
6.64 
5.96 
S.B.Diff. 
.232 
.308 
Diff. S .E c.R. 
• •G • al.n 
.68 .386 1.76 
An examination of the above table shows the difference 
C.R. 
28.62 
19.35 
in gain between Groups II and III to be .68. This yields a 
critical ratio of 1:16 which is not statistically significant. 
' 
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Table 58: A Comparison of Mean Independent Writing Scores--
Groups I and IV--January-April, 1962 
Time Group No. Mean -S.D. s . .B.M. Diff. s.E. Diff. 
Jan. I 53 5.13 3.24 .445 
4.42 .496 
Apr. I 53 9.55 1.60 .219 
Jan. IV 53 2.55 1.47 .202 < 
5.26 .298 
Apr. IV 53 7.81 1.60 .219 
The difference in mean scores for Group I shows a gain 
of 4.42 which yields a critical ratio of 8.91. The differ-
ence in mean scores for Group IV shows a gain of 5.26 which 
yields a critical ratio of 17.65. Both groups made signifi-
cant gains. 
Table 59. A Comparison of Mean Gains in Independent 
Writing Scores--Groups I and IV--January-
April, 1962 
Group 
I 
IV 
Gain 
4.42 
5.26 
S.B.Diff. 
.496 
.298 
Diff. s.:a. Gain c.R. 
.84 .578 1.45 
An examination of the above table shows the difference 
c.R. 
8.91 
17.65 
in gain between Groups I and IV to be .84. This yields a 
critical ratio of 1.45 which is not statistically significant. 
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Table 60. A Comparison of Mean Independent Writing Scores--
Groups II and IV--January-April, 1962 
Time Group No. Mean S.D. S.B.M. Diff. s.E. · ff D1 • c.R. 
Jan. II 53 2.79 1.34 .184 
6.64 .232 28.62 
Apr. II 53 9.43 1.03 .142 
Jan. IV 53 2.55 1.47 .202 
. 5.26 .298 17.65 
Apr. IV 53 7.81 1.60 .219 
. 
The difference in mean scores for Group II shows a gain 
of 6.64 which yields a critical ratio of 28.62. The differ-
ence in mean scores for Group IV was 5.26 which yields a 
critical ratio of 17.65. Both groups made significant gains. 
Table 61. A Comparison of Mean Gains in Independent 
Writing Scores--Groups II and IV--January-
April, 1962 
Group 
II 
IV 
Gain 
6.64 
5.26 
S.E.Diff. 
.,232 
.298 
Diff. 
1.38 
s • .B.G • 
a1n 
.377 
c.R. 
3.66 
An examination of the above table shows the difference 
in gain between Groups II and IV to be 1.38. This yields a 
critical ratio of 3.66 which is statistically significant in 
favor of Group II. 
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Table 62. A Comparison of Mean Independent Writing Scores--
Groups III and IV--January-April, 1962 
Time Group No. Mean S.D. S.E.M. Diff. S.B.Diff. C.R. 
Jan. III 53 2.85 1.17 .161 
5.96 .308 19.35 
Apr. III 53 8.81 1.99 .262 
Jan. IV 53 2.55 1.47 .202 
5.26 .298 17.65 
Apr. IV 53 7.81 1.60 .219 
The difference in mean scores for Group III shows a gain 
of 5.96 which yields a critical ratio of 19.35. The differ-
ence in mean scores far Group IV shows a gain of 5.26 which 
yields a critical ratio of 17.65. Both groups made signifi-
cant gains. 
Table 63. A Comparison of Mean Gains in Independent 
Writing Scores--Groups III and IV--January-
April, 1962 
Group Gain S.E.Diff. Diff. S.E.G . c.R. a:1..n 
III 5.96 .308 
.70 4.29 1.63 
IV 5.26 .298 
An examination of the above table shows the difference 
in gain between Groups III and IV to be .70. This yields 
a critical ratio of ~.63 which is not statistically signifi-
cant. 
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The experimental data were quartered according to mental 
age to determine the amount of gain in idea count. The mean 
mental ages are as follows: 
Group I - 128.0 months (10.8) 
Group II - 117.2 months (9.11) 
Group III - 109.2 months (9.3) 
Group IV 97.5 months (8.6) 
7. 
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Comparison of Mean Idea Count--Four Levels of Ability--
Experimental Group--January-April, 1962 
Table 64. ·a Comparison of Mean Idea Count--Groups I and II--
January-April, 1962 
Time Group No. Mean S.D. S.B.M. Diff. S.E.Diff. C.R • 
Jan. I 53 3.51 1.54 • 482 
6.37 .537 11.86 
Apr. I 53 9.88 1.74 .239 
Jan. II 53 2.92 1.33 .181 
5.17 .438 11.81 
Apr. II 53 8.09 2.30 .315 
The difference in mean scores for Group I shows a gain of 
6.37 which yields a critical ratio of 11.86. This indicates 
significant gain. The difference in mean scores for Group II 
shows a gain of 5.17 which yields a critical ratio of 11.8~. 
This shows significant gain. 
Table 65. A Comparison of Mean Gains in Idea Count 
--Groups I and II--January-April, 1962 
Group 
I 
II 
Gain 
6.37 
5.17 
S.E.Diff. 
.537 
.438 
Diff. s.n. Gain C.R. 
1.20 .693 1.73 
An examination ·of the above table shows the difference 
in gain between Groups I and II to be 1.20. This yields a 
critical ratio of 1.73 which is not statistically signifi-
cant. 
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Table 66. A Comparison of Mean Idea Count--Groups I and III--
January-April, 1962 
Time Group No. 
Jan. I 
.Apr. I 
Jan. III 
Apr. III 
53 
53 
53 
53 
Mean 
3.51 
9.88 
2.76 
7.76 
S.D. 
1.54 
1.74 
1.20 
2.39 
.482 
.239 
.165 
.328 
Diff. 
6.37 
5.00 
S.E.Diff. C.R. 
.537 11.86 
.367 13.62 
The difference in mean scores for Group I shows a gain of 
6.37 which yields a critical ratio of 11.86. This indicates 
significant gain. The difference in mean scores for Group III 
shows a gain of 5.00 which yields a critical ratio of 13.62. 
This shows significant gain. 
Table 67. A Comparison of Mean Gains in Idea Count 
--Groups I and III--January-April, 1962 
Group 
I 
III 
Gain 
6.37 
5.00 
S.E. -ff D1 • 
.537 
.367 
Diff. s.E. Gain C.R. 
1.37 .650 2.11 
An examination of the above table shows the difference 
' in gain between Groups I and III to be 1.37. This yields a 
critical ratio of 2.11 which is statistically significant 
in favor of Group I. 
Table 68. A Comparison of Mean Idea Count--Groups I and IV--
January-April, 1962 
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Time Group No. Mean S.D. Diff. S.E.Diff. C.R • 
Jan. I 
Apr. I 
Jan. IV 
Apr. IV 
53 
53 
53 
53 
3.51 
9.88 
2.55 
6.40 
1.54 
1.74 
1.48 
1.77 
• 482 
.239 
.202 
.243 
6.37 
3.85 
.537 11.86 
.100 3.85 
The difference in mean scores for Group I shows a gain of 
6.37 which yields a critical ratio of 11.86. This indicates 
significant gain. The difference in mean scores for Group IV 
shows a gain of 3.85 which yields a critical ratio of 3.85. 
This shows significant gain. 
Table 69. A Comparison of Mean Gains in Idea Count 
--Groups I and IV--January-April, 1962 
Group 
I 
IV 
Gain 
6.37 
3.85 
S.E.piff. 
.537 
.100 
Diff. 
2.52 
S.E.G . a:tn 
.546 
c.R. 
4.62 
An examination of the above table shows the difference 
in gain between Groups I and IV to be 2.52. This yields a 
critical ratio of 4.62 which is statistically significant in 
favor of Group I. 
112e 
Table 70. A Comparison of Mean Idea Count--Groups II and III--
January-April, 1962 
Time Group No. Mean S.D. s.B. M. Diff. S.E.Diff. C.R. 
Jan. II 53 2.92 1.33 .181 
5.17 .438 11.81 
Apr. II 53 8.09 2.30 .315 
Jan. III 53 2.76 1.20 .165 
5.00 .367 13.62 
Apr. III 53 7.76 2.39 .328 
The difference fn mean scores for Group II shows a gain of 
5.17 which yields a critical ratio of 11.81. This indicates 
significant gain. The difference in mean scores for Group III 
shows a gain of 5.00 which yields a critical ratio of 13.62. 
This shows significant gain. 
Table 71. A Comparison of Mean Gains in Idea Count 
--Groups II and III--January-April, 1962 
Group 
II 
III 
Gain 
5.17 
s.oo 
S.E.Diff. 
.438 
.367 
Diff. 
.17 
S.B.G . a:tn 
.571 
C.R. 
.30 
An examination of the above table shows the difference 
in gain between Groups II and III to be .17. This yields a 
critical ratio of .30 which is not statistically signifi-
cant. 
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Table 72. A Comparison of Mean Idea Count--Groups II and TV--
January-April, 1962 
Time Group No. Mean S.D. s_ • .E.M. Diff. S.E.Diff. 
Jan. II 53 2.92 1.33 .181 
C.R. 
5.17 .438 11.81 
Apr. II 53 8.09 2.30 .315 
Jan. IV 53 2.55 1.48 .202 
3.85 .100 
Apr. IV 53 6.40 1.77 .243 
The difference in mean scores for Group II shows a gain 
5.17 which yields a critical ratio of 11.81. This indicates 
significant gain. The difference in mean scores for Group IV 
shows a gain of 3.85 which yields a critical ratio of 3.85. 
This shows significant gain. 
Table 73. A Comparison of Mean Gains in Idea Count 
1 
--Groups II and TV--January-April, 1962 
Group 
II 
IV 
Gain 
5.17 
3.85 
s.E. . ff Dl. • 
.438 
.100 
Diff. 
1.32 
S.E.G . 
a1n 
.450 
C.R. 
2.93 
An examination of the above table shows the difference 
in gain between Groups II and IV to be 1.32. This yields a 
critical ratio of 2.93 which is statistically significant 
in favor of Group II. 
3.85 
of 
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Table 74. A Comparison of Mean Idea Count--Groups III and IV--
January-April, 1962 
Time Group No. 
Jan. 
Apr. 
Jan. 
Apr. 
III 
III 
IV 
IV 
53 
53 
53 
53 
Mean S.D; 
2.76 1.20 
7.76 2.39 
2.55 1.48 
6.40 1.77 
S.E. M. 
.165 
.328 
.202 
.243 
Diff. 
5.00 
3.85 
S.E.Diff. C.R. 
.367 13.62 
.100 3.85 
The difference in mean scores for Group III shows a gain of 
5.00 which yields a critical ratio of 13.62. This indicates 
significant gain. The difference in mean scores for Group IV 
shows a gain of 3.85 which yields a critical ratio of 3.85. 
This shows significant gain. 
Table 75. A Comparison of Mean Gains in Idea Count 
--Groups III and IV--January-April, 1962 
Group 
III 
IV 
Gain 
5.00 
3.85 
S.E •. ff Dl. • 
.367 
.100 
Diff. S.E. Gain C.R. 
1.15 .382 3.01 
An examination of the above table shows the difference 
in gain between Groups III and IV to be 1.15. This yields a 
critical ratio of 3.01 which is statistically significant in 
favor of Group III. 
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The experimental data were quartered according to 
mental ages in the four categories of the Independent 
Writing Scale devised by anderson!/ in o~der to give fur-
ther insight into the areas of independent writing that 
improved with the use of the program presented. 
Anderson Scale may be found in Appendices pages 146-
• 150. 
1/Eleanor Anderson et al. Construction and Evaluation of a 
Scale for Creative Writing, Unpublished Master's Thesis, 
Boston University School of Education, 1957. 
8. Comparison o£ Mean Scores in Organization, Originality, 
Vocabulary and Elaborative Writing in Independent 
Writing--Four Levels of Ability--Experimental Group 
Table 76. A Comparison of Mean Scores in Organization of In-
dependent Writing--Four Levels of Ability--Janu-
ary, 1962. 
Group No. Mean S.D. S.li.M. Diff. S.E.Diff. C.R. 
I 53 .49 .49 .07 
.17 .09 1.88 
II 53 .32 .47 .06 
I 53 .49 .49 .07 
.19 .11 1.72 
III 53 .30 .56 .08 
I 53 .49 .49 .07 
.21 .09 2.33 
IV 53 .28 .46 .06 
II 53 .32 .47 .06 
.02 .10 .20 
III 53 .30 .56 .08 
II 53 .32 .47 .06 
.04 .09 .44 
IV 53 .28 .46 .06 
III 53 .30 .56 .08 
.02 .10 .20 
IV 53 .28 .46 .06 
112i 
An examination of the above table shows no statistical 
differences between groups quartered according to intelligence 
with the exception of between Groups I and IV. The critical 
ratio of 2.33 is statistically significant in favor of Group 
I over Group IV in the organization of independent writing. 
112j 
Table 77. A Comparison of Mean Scores in Organization of In-
dependent Writing--Four Levels of Ability--April, 
1962 
Group No. Mean S.D. s . .E. M. Diff. S.E.Diff. C.R. 
I 53 1.74 .69 .10 
.07 .13 .54 
II 53 1.81 .65 .09 
I 53 1.74 .69 .10 
.12 .12 1.00 
III 53 1.62 .60 .08 
I 53 1.74 .69 .10 
.29 .12 2.41 
IV 53 1.45 .so .07 
II 53 1.81 .65 .09 
.19 .12 1.58 
III 53 1.62 .60 .08 
II 53 1.81 .65 .09 
.36 .11 3.27 
IV 53 1.45 .50 .07 
III 53 1.62 .60 .08 
.17 .11 1.55 
IV 53 1.45 .50 .07 
An examination of the above table shows no statistical 
differences between Groups I and II, I and III, II and III 
and III and IV. The critical ratio of 2.41 is statistically 
significant in favor of Group I over Group IV. The cri-tical 
ratio of 3.27 is statistically significant in favor of 
Group II over Group IV. 
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Table 78. A Comparison of Mean Scores in Originality in In-
dependent Writing--Four Levels of Ability--Janu-
ary, 1962 
Group No. Mean S.D. s . .E.M. Diff. S.E.Diff • C.R. 
I 53 .91 .68 • 09 
.• 17 .12 1.42 
II 53 .74 .56 .08 
I 53 .91 .68 .09 
.18 .12 1.50 
III 53 .73 .59 .08 
I 53 .91 .68 .09 
.49 .13 3.77 
IV 53 .42 .68 .09 
II 53 .74 .56 .08 
.01 .11 .09 
III 53 .73 .59 .08 
II 53 .74 .56 .08 
.32 " .12 2.66 
IV 53 .42 .68 .09 
III 53 .73 .59 .08 
.31 .12 2.58 
IV 53 .42 .68 .09 
An examination of the above table shows no statistical 
differences between Groups I and II, I and III, and II and III. 
The critical ratios of 3.77, 2.66 and 2.58 indicate signifi-
cant differences between Groups I and IV, II and IV, and 
III and IV respectively. 
Table 79. A Comparison of Mean Scores in Originality in In-
dependent Writing--Four Levels of Ability--April, 
1962 
1121 
Group No. Mean S.D. S.E.M. Diff. S.B.Diff. C.R. 
I 
II 
I 
III 
I 
IV 
II 
III 
II 
IV 
III 
IV 
53 
53 
53 
53 
53 
53 
53 
53 
53 
53 
53 
53 
2.47 
2.43 
2.47 
2.28 
2.47 
1.93 
2.43 
2.28 
2.43 
1.93 
2.28 
1.93 
.19 
.64 
.19 
.63 
.19 
.58 
.64 
.63 
.64 
.58 
.63 
.58 
.03 
.09 
.03 
.09 
.03 
.08 
.09 
.09 
.09 
.08 
.09 
.08 
.04 .09 .44 
.19 .09 2.11 
.54 .08 6.75 
.15 .13 1.15 
.50 .12 4.16 
.35 .12 2.91 
An examination of the above table shows no statistical 
differences between Groups I 'and II and II and III. The 
critical ratios of 2.11, 6.75, 4.16 and 2.91 indicate sig-
nificant differences between Groups I and III, I and IV, 
II and IV, and III and IV respectively. 
Table 80. A Comparison of Mean Scores in Vocabulary Used in 
Independent Writing--Four Levels of Ability--
January, 1962 
Group No. 
I 
II 
I 
III 
I 
IV 
II 
III 
II 
IV 
III 
IV 
53 
53 
53 
53 
53 
53 
53 
53 
53 
53 
53 
53 
Mean 
1.04 
.87 
1.04 
.. 86 
1.04 
.55 
.87 
.86 
.87 
.55 
.86 
.55 
.47 
.44 
.47 
.36 
.47 
.54 
.44 
.36 
.44 
.54 
.36 
.54 
.06 
.06 
.06 
.05 
.06 
.08 
.06 
.05 
.06 
.08 
.05 
.08 
Diff. 
.17 
.18 
.49 
.01 
.32 
.31 
S.E.Diff. C.R. 
.09 1.89 
.08 2.25 
.10 4.90 
.08 .13 
.10 3.20 
.09 3.44 
An examination of the above table shows no statistical 
differences between Groups I and II, and II and III. The 
crit~cal ratios 0f 2.25, 4.90, 3.20 and 3.44 indicate sta-
tistically significant differences between Groups I and III, 
I and IV., II and IV, and III and IV respectively. 
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Table 81. A Comparison of Mean Scores in Vocabulary Used in 
Independent Writing--Four Levels of Ability--
A.pril, 1962 
Group No. Mean S.D. S.B.M. Diff. S.E.Diff. C.R. 
I 53 2.58 .57 .. 08 
.18 .11 1.63 
II 53 2.40 .60 .08 
I 53 2.58 .57 .08 
.37 .12 3.08 
III 53 2.21 .69 .09 
I 53 2.58 .57 ·.os 
.58 .11 5.27 
IV 53 2.00 .56 .08 
II 53 2.40 .60 .08 
.19 .12 1.58 
III 53 2.21 .69 .09 
II 53 2.40 .60 .08 
.40 .11 3.64 
IV 53 2.00 .56 .08 
III 53 2.21 .69 .09 
.21 .12 1.75 
IV 53 2.00 .56 .08 
~ examination of the above table shows no statistical 
differences between Groups I and II, II and III, and III and 
IV. The critical ratios of 3.08, 5.27 and 3.64 indicate 
statistically significant differences between Groups I and 
III, I and IV, and II and IV respectively. 
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Table 82. A Comparison of Mean Scores in Elaborative Writing 
in Independent Writing--Four Levels of Ability--
January, 1962 
Group No. Mean S.D. S.E.M. Diff. S.E.Diff. C.R. 
I 53 1.04 .34 .05 
.12 .07 1.71 
II 53 .92 .38 .05 
I 53 1.04 .34 .05 
.08 .06 1.'33 
III 53 .96 .22 .03 
I 53 1.04 .34 .05 
.34 .08 4.25 
IV 53 .70 .50 .07 
II 53 .92 .38 .05 
.04 .06 .67 
III 53 .96 .22 .03 
II 53 .92 .38 .05 
.22 .08 2.75 
IV 53 .70 .50 .07 
III 53 .96 .22 .03 
.26 .04 6.50 
IV 53 .70 .22 .03 
An examination of the above table shows no statistically 
significant differences between Groups I and II, I and III, 
and II and III. The critical ratios of 4.25, 2.75, and 6.50 
indicate statistically significant differences in favor of 
Group I over IV, II over IV, and III over IV respectively. 
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Table 83. A Comparison of Mean Scores in Elaborative Writing 
in Independent Writing--Four Levels of Ability--
April, 1962 
Group No. Mean S.D. S.E. M. Diff. S.E. Diff • C.R. 
I 53 2.77 .42 • 06 
.13 .07 1.86 
II 53 2~64 ;27 .03 
I 53 2.77 ;42 .06 
.13 .09 1.44 
III 53 2.64 .52 .07 
I 53 2.77 .42 .06 
.32 ~09 3.56 
IV 53 2~45 .50 .07 
II 53 2.64 .27 .03 
.oo .08 .oo 
III 53 2.64 .52 ;07 
II 53 2.64 .27 .03 
.19 .08 2.38 
IV 53 2.45 .50 .07 
III 53 2'.64 .52 .07 
.19 -.10 1.90 
IV 53 2.45 ~50 .07 
An examination of the above table shows no statistically 
significant differences between Groups I and II, I and III, 
II and III, and III and IV. The critical·ratio,of 3.56 in-
dicates statistically significant difference in favor of 
Group I over Group IV. The critical ratio of 2.38 indicates 
statistically significant difference in favor of Group II 
over Group IV. 
g. Correlation Between Sex, Intelligence and Personality 
and Independent Writing--Experimental Group 
Table 814. Correlation Between Sex and Independ-
ent Writing 
Sex 
Initial Test 
Ind. Writing 
Final Test 
Ind. Writing 
Sex 
1.00 
Initial Test 
Ind. Writing 
-0.0799 
1.00 
Final Test 
Ind. Writing 
-0.0682 
0.5630 
1.00 
An examination of the above data shows the correlation 
between sex and the initial test in independent writing to 
be -0.0799 which is not statistically significant, and the 
correlation for the final test to be -0.0682 which is not 
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statistically significant. The Pearson-Product-Moment corre-
Y lation for a number of 212 must be .163 or better for sig-
nificance at the .01 level; therefore, the null hypothesis 
that these are independent variables is accepted. 
!/Wilfred J. Dixon and Frank J. Massey, Jr., Introduction to 
Statistical Analysis, McGraw-Hill Book Company, Inc., 1957, 
p. 468. 
Table 85. Correlation Between Intelligence and 
Independent Writing 
Initial Test 
Sex Ind. Writing 
Intelligence 1.00 0.2817 
Initial "Test 
Ind. Writing 
Final Test 
Ind ~ Writing 
1.00 
Final Test 
Ind. Writing 
0.3599 
0.5630 
1.00 
114 
An examination of the above data shows the correlation 
between intelligence and the initial test in independent 
writing to be 0.2817 which is statistically significant at 
the .01 level of confidence or better. The correlation be-
tween intelligence and the final test in independent writing 
is 0.3599 which is statistically significant at the .01 level 
of confidence or better. With a number of 212 a correlation 
!I 
above .163 is significant at the .01 level or better. 
!/Dixon and Massey, loc. cit. 
Table 86. Correlation Between Personality and Inde-
pendent Writing 
Personality 
Initial ·Test 
Ind. Writing 
Final Test 
Ind. Writing 
Initial Test 
Personality Ind. Writing 
1.00 -0.0556 
1.00 
Final Test 
Ind. Writing 
0.0362 
0.5630 
1.00 
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An examination of the above table shows the correlation 
between personality and the initial test in independent 
writing to be -0.0556 which is not statistically significant. 
The correlation between personality and the final test is 
0.0362 which is not statistically significant. Because for 
!I 
a number of 212 the correlation must be .163 or better for 
significance at the .01 level, the null hypothesis that these 
are independent variables is accepted. 
!/Dixon and Massey, loc. cit. 
CHAPTER VI 
SUMMARY AND CONCLUSIONS 
Summary 
It was the purpose of this study to prepare and evaluate 
a series of planned lessons in the factors which seem to lead 
to successful independent writing in Grade three. The data 
were organized to reveal change in: 
1. Language achievement 
2. Spelling achievement 
3. Phonetic ability 
4. Quality of dictation 
5. Answering questions in complete sentences 
6. Speed of writing 
7. Q,uantity of ideas used in writing 
8. Quality of independent writing. 
Sub-studies were made with the experimental data to: 
1. Determine any sex differences in independent writing 
ability 
2. Reveal differences in four levels of ability in inde-
pendent writing 
3. Correlate sex, intelligence and personality with 
ability in independent writing. 
-116-
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Intelligence tests were administered in January, 1962. 
On the basis of the results the groups were formed of approxi-
mate equality in mental age and chronological age. The data 
analyzed for the purpose of equating were for 283 children in 
the experimental group, and for 284 children in the control 
group. In the process of equating both groups were reduced 
and the remaining data were analyzed for 212 children in each 
group. 
Tests and check lists were given in January and in April 
to bot~ groups to determine achievement and gain in language, 
spelli~g, phonics, quality of dictation, answering questions 
in complete sentences, speed of writing, idea count and qual-
ity of independent writing. A personality test was given in 
January to correlate personality scores with those in inde-
penden~ writing. (Tests may be found in Appendix A and c.) 
A'series of lesson p~ans were prepared by the writer for 
the teachers, along with a frame of reference for the applica-
tion of the theories suggested in the Review of Literature, 
Chapter II. Worksheets were provided for the children for 
I 
those lessons for which the writer felt needed follow-up. 
Notebooks were provided for the children in which to keep 
their words and ideas. The time suggested for the lessons 
and activities was commensurate with the regular time allot-
ment for language arts. 
Conclusions 
Language Achievement 
A. Results of California Achievement Tests in Language 
1. In April the experimental group had a mean score 
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of 51.42 as compared to 46.68 for the control 
group. The critical ratio of 6.38 is statistically 
significant in favor of the experimental group. 
2. Both experimental and control groups made signif-
cant gains from January to April. The mean gain 
for the experimental group was 13.41 as compared 
ta 6.77 for the control group. The difference in 
gain was 6.64 which yields a critical ratio of 
4.40. This is statistically significant in favor 
of the experimental group. 
Spelling Achievement 
A. Results of California Achievement Tests in Spelling 
1. The mean score for the experimental group in April 
was 18.09 as compared to 16.96 for the control 
group. The critical ratio of 6.14 shows the dif-
ference to be statistically significant in favor 
of the experimental group. 
2. Analysis of the gains shows critical ratios which 
were significant for both experimental and control 
groups. The difference between gains shows a 
critical ratio of 7.83 which is statistically sig-
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nificant in favor of the experimental group. 
Phonetic Ability 
A. .• Results of Kottmeyer Phonetic Spelling Tests 
1. In April the experimental group had a mean score 
of 30 .• 41 as compared to 27.22 for the control 
group. The critical ratio of 10.72 is statisti-
cally significant in favor of the experimental 
group. 
2. Both experimental and control groups made gains 
from January to April which were statistically sig-
nificant. The difference in gains between the ex-
perimental~and control groups was 4.98. The 
critical ratio of 10.48 is statistically signifi-
cant in favor of the experimental group. 
Quality of Dictation 
A. Results of Dictation Check Lists 
1. The mean score for the experimental group in April 
was 35.47 as compared to 28.29 for the contro1 
group. The critical ratio of 21.53 is statisti-
cally significant in favor of the experimental 
group. 
2. analysis of the gain for the experimental group 
shows a critical ratio of 37.78 which is statisti-
cally significant. Analysis of the gain for the 
control group shows a critical ratio of 13.11 
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which is statistically significant. The differ-
ence between the gains shows a critical ratio of 
17.21 which is statistically significant in favor 
of the experimental group. 
Answering Questions in Complete Sentences 
A. Results of C~eck Lists 
1. In April the experimental group had a mean score 
of 11.51 as compared to 7.66 for the control group. 
The critical ratio of 22.51 is statistically sig-
nificant in favor of the experimental group. 
2. Analysis of the gains shows critical ratios which 
were significant for both experimental and control 
groups. The difference between the gains shows a 
critical ratio of 14.85 which is statistically 
significant in favor of the experimental group. 
Speed of Writing 
A. Results of Tests 
1. The mean score for the experimental group in April 
was 42.46 as compared to 38.42 for the control 
group. The critical ratio of 5.27 is statistically 
significant in favor of the experimental group. 
2. Analysis of the gain for the experimental group 
shows a critical ratio of 12;99 which is statisti-
cally significant. The gain for the control group 
yields a critical ratio of 4.19 which is statisti-
cally significant. The difference between gains 
shows a critical ratio of 5.81 which is statisti-
cally significant in favor of the experimental 
group. 
Quantity of Ideas Used in Writing 
A. Results of Counts 
1. In April the experimental group had a mean score 
of 7.53 as compared to 3.86 for the control 
group. The critical ratio of 17.87 is statisti-
cally significant in favor of the experimental 
group. 
2. ~nalysis of the gains shows critical ratios which 
were significant for both experimental and control 
groups. The difference between gains shows a 
critical ratio of 11.28 which is statistically sig-
nificant in favor of the experimental group. 
Quality of Independent Writing 
A. Results of Scale Scores 
1. Analysis of the data shows the mean score for the 
experimental group in April to be 8.86 as compared 
to 3.06 for the control group. The critical ratio 
of 31.84 is statistically significant in favor of 
the experimental group. 
2. Analysis of the gain for the experimental group 
shows a critical ratio of 36.00 which is statisti-
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cally signifi·cant. The gain for the control 
group yields a critical ratio of 4.31 which is 
statistically significant. The difference be-
tween gains shows a critical ratio of 11.97 
which is statistically significant in favor of 
the experimental group. 
Experimental Data 
Sex Differences in Mental Age and Independent Writing 
A. Results of California Test of Mental Maturity-
S Form, 1957 
1. The mean mental age for the boys was 113.00 as 
compared to 112.97 for the girls. The critical 
ratio of .02 is not statistically significant. 
B. Results of Scale Scores in Independent Writing 
1. In April the boys had a mean score o£ 8.73 as com-
pareG to 8.99 for the girls. The critical ratio 
of .10 is not statistically significant. 
2. Analysis of the data shows a gain of 5.93 for the 
boys. The critical ratio of 26.12 is statistically 
significant. The girls made a gain of 5.95 which 
yields a critical ratio of 24.90. This is statisti-
cally significant. The difference in gains yields a 
critical ratio of .06 which is not st~.tis·tically sig-
nificant. 
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Differences in Four Levels of Ability in Independent 
Writing 
A. Four Levels of Mental Maturity 
1. Mean Mental Ages 
Group I 
Group II 
Group III 
Group IV 
128.0 months (10.8) 
117.2 months (9.11) 
109.2 months (9.3) 
97.5 months (8.6) 
B. Comparison of Groups I and II 
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1. In April Group I had a mean score of 9.55 as com-
pared to 9.43 for Group II. The critical ratio 
of .46 is not statistically significant. 
2. Both groups made significant gains from January 
to April. The difference in gains was 2.22 which 
yields a critical ratio of 4.05. This is statisti-
cally significant in favor of Group II. 
c. Comparison of Groups I and III 
1. Group I had a mean score of 9.55 in April as com-
pared to 8.81 for Group III. The critical ratio 
• 
of 2.17 is statistically significant in favor of 
Group I. 
2. Analysis of the gain for Group I shows a critical 
ratio of 8.91 which is statistically significant. 
The gain for Group III yields a critical ratio of 
19.35 which is statistically significant. The 
124 
difference between gains shows a critical ratio 
of 2.64 which is statistically significant in 
favor of Group III. 
D. Comparison of Groups II and III 
1. In April Group II had a mean score o£ 9.43 as com-
pared to 8.81 for Group III. The critical ratio 
of 2.08 is statistically significant in favor of 
Group II. 
2. Analysis of the gains shows critical ratios which 
were significant for both Groups II and III. The 
difference between gains shows a critical ratio 
of 1.76 which is not statistically significant; 
however, the gain is in favor of Group II. 
E. Comparison of Groups I and IV 
1. The data shows the mean score for Group I in April 
to be 9.55 as compared to 7.81 for Group IV. The 
critical ratio of 5·.63 is statistically signifi-
cant in favor of Group I. 
2. Both groups made significant gains from January to 
April. The difference in gains was .84. The 
critical ratio of 1.45 is not statistically sig-
nificant; however, Group IV did have a slight gain 
on Group I. 
F. Comparison of Groups II and IV 
1. In April Group II had a mean score of 9.43 as com-
125 
pared to 7.81 for Group IV. The critical ratio 
of 6.21 is statistically significant in favor of 
Group II. 
2. Both groups showed significant gains from Janttary 
to April. The difference in gains of 1.38 yields 
a critical ratio of 3.66 which is statistically 
signif~cant in favor of Group II. 
G. Comparison of Groups III and IV 
1. Group III had a mean score of 8.81 in April as 
compared to 7.81 for Group IV. The critical 
ratio of 2.93 is statistically significant in 
favor of Group III. 
2. Analysis of the data shows that both groups made 
significant gains from January to April. The dif-
ference in gains of .70 yields a critical ratio of 
1.63 which is not statistically significant. How-
ever, Group III did have a slight gain on Group IV. 
Comparison of Mean Gains in Idea Count in Four Levels 
of Ability in Idea Count 
A. Comparison of Groups I and II 
1. The difference in mean scores for Group I showed 
a gain of 6.37 which yielded a critical ratio of 
11.86. The difference in mean scores for Group II 
showed a gain of 5.17 which yielded a critical 
ratio of 11.81. Both groups showed statistically 
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significant gain. 
2. The difference in gains was 1.20 which yielded 
a critical ratio of 1.73. This is not statisti-
cally significant. 
B. Comparison of Groups I and III 
1. The difference in mean score for Group I showed 
a gain of 6.37 which yielded a critical ratio 
of 11.86. The difference in mean scores for 
Group III showed a gain of 5.00 which yielded 
a critical ratio of 13.62. Both groups showed 
statistically significant gain. 
2. The difference in gains was 1.37 which yielded 
a critical ratio of 2.11. This is statistically 
significant in favor of Group I. 
C. Comparison of Groups I and IV 
1. The difference in mean score for Group I showed 
2. 
a gain of 6.37 which yielded a critical ratio 
of 11.86. The difference in mean scores for 
Group IV showed a gain of 3.85 which yielded a 
critical ratio of 3.85. Both groups showed 
statistically significant gain. 
I 
The difference in gains was 2.52 which yielded 
critical ratio of 4.62. This is statistically 
significant in favor of Group I. 
a 
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D. Comparison of Groups II and III 
1. The difference in mean scores for Group II showed 
a gain of 5.17 which yielded a critical ratio of 
11.81. The difference in mean scores for Group 
III showed a gain of 5.00 which yielded a criti-
cal ratio of 13.62. Both groups showed statisti-
cally significant gain. 
2. The difference in gains was .17 which yielded a 
critical ratio of .30. This is not statistically 
significant. 
E. Comparison of Groups II and IV 
1. The difference in mean scores for Group II showed 
a gain of 5.17 which yielded a critical ratio of 
11.81. The difference in mean scores for Group 
IV showed a gain of 3.85 which yielded a critical 
ratio of 3.85. Both groups showed statistically 
significant gain. 
2. The difference in gains was 1.32 which yielded a 
critical ratio of 2.93. This is statistically 
significant in favor of Group II. 
F. Comparison of Groups III and IV 
1~ The difference in mean scores.for Group III showed 
a gain of 5.00 which yielded a critical ratio of 
13.62. The difference in mean scores for Group 
IV showed a gain of 3.85 which yielded a critical 
ratio of 3.85. Both groups showed significant 
gain. 
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2. The difference in gains was 1.15 which yielded a 
critical ratio of 3.01. This is statistically 
significant in favor of Group III. 
Comparison of Mean Scores in Organization of Independ-
ent Writing in Four Levels of Ability 
A. Comparison of Groups 
1. An examination of the data showed no significant 
differences in mean scores between Groups I and 
II, I and III and III and IV. 
2. The critical ratio of 2.41 is statistically sig-
nificant in favor of Group I over Group IV. 
3. The critical ratio of 3.27 is statistically sig-
nificant in favor of Group II over Group IV. 
Comparison of Mean Scores in Originality in Independent 
Writing in Four Levels of Ability 
·A. Comparison of Groups 
1. An examination of the data showed no significant 
differences in mean scores between Groups I and 
II and II and III. 
2. The critical ratio of 2.11 is statistically sig-
nificant in favor of Group I over Group III. 
3. The critical ratio of 6.75 is statistically sig-
nificant in favor of Group I over Group IV. 
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4. The critical ratio of 4.16 is statistically sig-
nificant in favor of Group II over Group IV. 
5. The critical ratio of 2.91 is statistically sig-
nificant in favor of Group III over Group IV. 
Comparison of Mean Scores in Vocabulary Used in Inde-
pendent Writing in Four Levels of ~bility 
A. Comparison of Groups 
1. An examination of the data showed no significant 
differences between Groups I and II, II and III 
and III and IV. 
2. The critical ratio of 3.08 is statistically sig-
nificant in favor of Group I over Group III. 
3. The critical ratio of 5.27 is statistically sig-
nificant in favor of Group I over Group IV. 
4. The critical ratio of 3.64 is statistically sig-
nificant in favor of Group II over Group IV. 
Comparison of Mean Scores in Elaborative Writing in 
Independent Writing in Four Levels of Ability 
A. Comparison of Groups 
1. An examination of the data showed no significant 
differences between Groups I and II, I and III, 
II and III, and III and IV. 
2. The critical ratio of 3.56 indicates statistically 
significant difference in favor of Group I over 
Group IV. 
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3. The critical ratio of 2.38 is statistically sig-
nificant in favor of Group II over Group IV. 
Correlations Between Sex, Intelligence and 
Personality and Independent Writing 
Sex 
A. The correlation between the final test in April in 
independent writing an~ sex is -0.0682 which is not 
statistically significant. 
Intelligence 
A. The correlation between the final test in April in 
independent writing and intelligence is 0.3599 
which is statistically significant at the .01 level 
or better. 
Personality 
A. The correlation between the final test in April in 
independent writing and personality was 0.0362 which 
is not statistically significant. 
In analyzing the preceding data it will be noted: 
1. After the planned series of lessons with the purpose 
of improving independent writing ability, the experi-
mental group not only improved in independent writing 
but they improved in every area of the language arts. 
2. After the planned series of lessons the experimental 
129b 
group was superior to the control group in all the 
areas of the language program presented in the final 
testing. 
3. Both groups made statistically significant gains in 
all the facets of the language arts; however, in the 
comparison of mean gains between the groups, the data 
significantly favored the experimental group over and 
above the .01 level of significance in all the areas. 
4. In studying the experimental data it was found that: 
a. The difference between boys and girls in independ-
ent writing ability was not statistically signifi-
cant. 
b. Each group of different ability made significant 
gain from January to April. 
c. In comparing the groups in the final testing the 
significance favored those of higher intelligence. 
d. There is a significant correlation between intelli-
genc~ and ability in independent writing. 
e. There is no significant correlation between sex 
and independent wri~ing ability. 
f. There is no significant correlation between per-
sonality and ability in independent writing. 
The writer would like to note here that the teachers in-
volved in the experiment were most enthusiastic about the 
129c 
program. (Refer to page 248 for remarks.) Their interest 
probably incited more than average motivation in the chil-
dren. 
In the initial testing 21 (10%) children in the experi-
mental group wrote about their own ideas whereas 27 (13%) 
children in the control group wrote about their O\~ ideas. 
(Refer to suggestions for tester, page 145.) In the final 
testing in independent writing 165 children (78%) in the 
experimental group wrote about their own ideas, while 46 
children (22%) in the control group wrote about their own 
ideas. (Refer to suggestions for tester, pag~ 234.) 
Implications for Education 
As has been stated in the Review of Research, Chapter 
II, pages 5-49, those who have worked in the language arts 
areas for years have encouraged teachers to create a re-
laxed atmosphere to allow children to speak and write freely, 
and to share and appreciate each others' ideas. They have 
suggested that functional writing be stressed only after the 
children have been allowed to freely express themselves. 
Many motivations have been offered and multiple attempts 
at successful evaluation have been made. 
Although this study was a small piece of research, the 
significance of the statistics yielded by the data collected 
proves that something can be done to incite good writing in 
almost every child regardless of mental ability, sex, or 
personality. 
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The children are being taught all the facets of the 
language arts.. There is no doubt about that. This has 
been proven over and over again. This study has once again 
proved it in the significant gains made by the control 
group in every area. Yet we are not sure just how long 
the continued application of learning to writing will last 
nor does this study give us such an indication. However, 
it would seem to the w~iter, in view of the significant 
gains.made by the experimental group, that if these same 
children were given similar motivations and similar oppor-
tunities for free expression and the application of correct 
usage consistently in every grade, that there would be an 
improvement in the calibre of the writing in the upper 
grades. 
If children in the third grade can improve in a pro-
gram so planned to help them improve, as significantly as 
the children in this study did improve, it seems that al-
most all children given a similar program could equally or 
almost equally excel in independent writing. 
This realization could be possible providing that edu-
cators realize that such a program must begin in the early 
years of schooling and must c9ntinue consistently through-
out secondary education. The discipline of learning and 
remembering considered so necessary in our educational sys-
tem could be dispensed with during the language arts lessons 
dealing with writing. The freedom so necessary for indi-
vidualizatio~~ especially in writing~ may be welcomed by 
many children regardless of age. The beginning success of 
young children may encourage teachers to continue in such a 
program with older children. 
Perhaps educators should take a long~ hard look at the 
language arts programs in the elementary and secondary 
schools~ and then evaluate the writing of the graduates. 
This may be the stimulus needed to make one question as to 
what has happened to the drill, the rules and the regulations 
laid down in the language arts lessons. The writer found 
that such a consideration improved the writings of 212 chil-
' 
dren. It is possible that it may improve the writings of 
almost all children. 
CHAPTER VII 
SUGGESTIONS FOR FURTHER RESEARCH 
1. Additional research in determining the effect of a planned 
program of teaching independent writing in every grade in 
the elementary school. 
2. The development and evaluation of a full year's program in 
any or all elementary grades. 
3. The design of a series of planned activities for teachers 
in order to imbue them with a desire to integrate the 
facets of the language areas with a view to improved in-
dependent writing. 
4. A study of why children and/or adults have to "forcen 
themselves to write. 
5. A compilation of ideas for the motivation of writing--a 
particular grade or age level--or all grades and age 
levels. 
-130-
APl?:ENDICES 
APPENDIX A 
INITIAL TESTS USED IN EXPERIMENT 
-132-
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INITIAL TESTING 
1. California Test of Mental Maturity 
2. California Test of Personality 
3. California Language Achievement-Form W 
4. Kottmeyer Phonetic Spelling Test 
5. Check List for Quality of Dictation 
. 
6. Check List for Answering Questions in 
Complete Sentences 
7. Speed of Writing Test 
8. Quality of Independent Writing 
9. Quantity of Ideas Used in Independent Writing 
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California Short-Form. 
Test of Mental Maturity 
Devised by 
ELIZABETH T. SULLIVAN, WILLIS W. CLARK, AND ERNEST W. TIEGS 
TO BOYS AND GIRLS: 
This test booklet has some games you will like. They will show how 
well you can think. Do . as many of them as you can. 
DO NOT TURN THIS PAGE UNTIL TOLD TO DO SO. 
24th Printing 
'UBLISHED BY CALIFORNIA TEST BUREAU, DEL MONTE RESEARCH PARK. MONTEREY. CALIFORNIA 
iRANCH OFFICES: NEW CUMBERLAND, PA.; MADISON, WIS.; DALLAS, TEXAS- COPYRIGHT © 1957 BY CALIFORNIA TEST BUREAU- COPY-
liGHT UNDER INTERNATIONAL COPYRIGHT UNION-ALL RIGHTS RESERVED UNDER PAN-AMERICAN COPYRIGHT UNION-PRINTED IN U.S.A. 
(Circle one) ~ California Language Test 
Upper Primary • i~!~~ • Form W 
Name·-------------------------------------------------·--------------------------------------·Grade ____________________________ Boy Girl 
Last First Middle 
Date of 
Schooi _______________________________________________ CitY----------------------------------- Test----------------------------------------------
Month Day Year 
Teacher or Date of 
D E VI S E D B Y ERN E S T W. T I E G S AN D W I L L I S W. C LARK Examiner·-----------------------------------L-------·------J Pupil's Age .......... Birth ....... -----------·-··------------------·-··· 
"1,t'b-" 
t 
* .Ca; 
. ~::3 
tt,j.c:s# 
, ":f.P_~o,_'t ~'\,'t "':t"' r:,'b~ rt-"-'b 
DIAGNOSTIC PROFILE* (Chart Pupil's .Scor•t Here} 
Grade Placement 
~ ~ jlllljlllljllllllllljiiiiiiii!Jillljlllljlfllll!llj 
J 1 1 1.0 2.0 3.0 4.0 5.0 s.o 
A.~' • ..: •• ~ ___ .;_ !8 0 ..... ----~----~-- 1 5 10 15 19 
, • , l I [ I I I I I I I I I I I I I I 
e. fimrttlatioiJ ~-·; ________ a 0;..~·- ... ----------- 5 10 15 
· I I I I I I I I I I I I I 
C. Warct Usa&.•-- .. ·------- 20 0--··------------ 2 1o 15 1s .-Gz 
I 
.,; 
• _ • _ - ~-- 1 1 1 1 1 1 1 1 1 1 1 1 1 r---l 
TOTAl (A+B+tl.--~---- 80 DLJ I I 5 55 liD· 
I i .sr:· . • .• .·,I' • • . -~~ \~::.,- •' ' 
~~lb- SPilliNG •• -- •• ;--- 210'_'] I I 
H.andwrltins 
l.ANCUAGE GRADE PlACEMENT .•.•... ~- .-, -......,-., 
I 
CHRONOLOGICAL AGE GRADE PlACEMENT D 
ACTUAL GRADE PLACEMENT----------~- D 
INTElLIGENCE (M.A.) GRADE PlACEMENT._ Q 
Grade Pla(ement __j 
Percentile Rank -----' 
*For on interpretation of green area within Profile, see di$CUU!on on 
Articulation in Part 4 of Manual. 
1 5 10 i9·1·o 
I I I I I I I I I I I I I I I I I I 
I 
~-.:;;--....::r--.....;;:r:----=+:....__----;slo I D 
I 
1:o 
"I! I I 
1.0 3.0 4.0 6l0 
II I I I 
I 
1.0 2.0 3.0 4.0 5.0 6.0 
I I II I lq " I I II I II II "I II " I I I d II q I II II I II ql II pI 
t<:olumn designed for re(ording Expected Grade Plotemenls, Antldpoled 
Grode Placemenb, School or Cia$$ Averages, etc. See Port 2 of .Manual. 
See MANUAl for instructions on preparation of Diagnostic Profile and Diagnostic Analysis of Learning Difficulties. 
a 
Month -Day Year 
DIA.G~OSTI~ ANALY11S OF. 
LEARNING DU·:(I~,\}I.tf~~ · 
; :~ -' : ~;-' r.~ t ~ ~ 
., ~ f 
5. Mechanics 6f En-glish 
A. CAPITAUlATJON: . 
"c=lt,ll .......... ,...._· ....  
r--1 t 7 11 • • • • • • • • • Hames Of p~ • l__j' f •• 
r-1 ~ 4rf .... ·• i•. i:,,.;.P ~,,~or ttan. 
L_} , '~ •,"$W:xF ~rt"J.:ff ~ ~ 
D t I tO ~ .~.,, ., :;... 'I r';c • • ·] • ••••• ••• liamesttp}aod . .>0: ¥'!/: 12,13 ~·<t'jj" ~ vJ ·C]14,~ "" ..... ;"'i:..~~~~~~ 
\ ~~~ ~· ;tt~ ~ 'f t '! >) ' 
D 11, 1!1, 17, J .••... Fl;s1~ Of -teftc" 11,20 0 
B. PUNCTUATION: 
0 1,6,10,] 11, 13, 14, • • • • • • Periods 16,11 
CJ 2, 3, 5, 1, 19 • • • • • • Question martc• 
D 4' 8• 9• 12·] • • • • • • Commas 15, 18,20 
C. WORD USAGE: 
[::=J f, 1 • • • • • • • • • • • Case 
D 2• 11• 14•] • • • • • • tense 16,18 
CJ 3, 4, 9, 17 • • • • • • • Num'ber 
D s. 6, 8,10,] 12, 13, 15, • • - • • • Cood usace 19,20 
TEST 5-SECTION A 
I DIRECTIONS: Below are some sentences and a story. You are to make an X on each word (not already capitalized) that should start with a capital letter. 
:NTENCES 
l. He and i are friends. 
~. Have you seen sally? 
3. I like the month of may. 
1. The day was friday, March 15. 
5. Where shall i put this? 
5. The capital of Idaho is boise. 
7. How did paul get here? 
~. I saw Bobby last wednesday. 
}. Have you seen Pike's peak? 
). We went to Toledo, ohio. 
L. why don't you answer? 
~. Last summer we visited the black Hills. 
3. We live on main Street. 
1. Grandmother said, "you should not feel 
sad." 
5. my parents are leaving today. 
iORY 
'.~ 
3. My best friend's name is mary. 
7. she goes to school on Eighth Street. 
~. one day our teacher, Mrs. Brown, 
}. said, "who would like to read a poem?" 
). only Mary raised her hand. 
1ge 3 
I P L- W 
Diagnostic Notes 
Test 5 - Sec. A Score 
(number right! ............•.....•.•...•••..... 
! 
TEST 5-SECTION B 
r ~ 
DIRECTIONS: Below are some sentences and a story. You are to write 
2 in the periods (.) commas (,) question marks (?) 
that have been left out of the sentences and the story . 
./ 
SENTENCES 
1. He obeyed the rules 
2. When will you be back 
3. Could you visit us next week 
4. The party was given on July 8 1956. 
5. Why don't you speak more clearly 
6. The desk must be moved 1 ft or more. 
7. Did you invite Cindy to the party 
8. Father asked "Did you wash your 
hands?" 
9. Red blue, and green are the colors I 
like best. 
10. Tues is the short form for Tuesday. 
11. St Francis loved all animals. 
12. Mark shouted "Stop!" 
13. Atlanta, Ga is in the southern part of 
the United States. 
14. Susan lives on Main St in Salem. 
15. A day is made up of hours minutes, 
and seconds. 
16. April Fools' Day is on Apr 1. · 
STORY 
17. Tom goes to school on First Street 
18. His teacher, Miss White, said "Who 
19. would like to read a poem " 
20. Tom said "I would." 
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Diagnostic NotE 
Test 5 - Sec, B Score 
[number right) ...... --------------------------
TEST . 5-SECTION C 
3 ~ ~ DIRECTIONS: Below are some sentences that have two words set off by parentheses ( ). You are to make an X on the one which you think is correct in each sentence. 
1. Come with (I me). 
2. I (saw seen) him in school. 
3. Billy (run runs) faster than I do. 
t Barry and Jane (are is) brother and 
sister. 
5. It (doesn't don't) matter how old you 
are. 
5. (Isn't Ain't) your homework done 
yet? 
7. She and (I me) are good friends. 
~- Tabby is (are our) cat. 
~. She asked us how we (was were) . 
). My mother (learned taught) him how 
to cook. 
l. I wish I had (known knowed) your 
aunt. 
2. Why (doesn't don't) he ever call? 
3. He can dress (hisself himself). 
t School (began begun) two days ago. 
). My cousin (she waited waited) for me. 
). He has (wrote written) me a note. 
7. I think there (are is) some cups her~. 
~- Have you ever· (eaten ate) green 
apples? 
). They are going on a long trip by 
( th~irselves themselves) . 
). (Isn't Aren't) your hands washed? 
:rge 5 
I P L- W 
Diagnostic Notes 
Test 5 - Sec. C Score · 
(number right) .•.............•...••........... 
T~ST 6 
4 DIRECTIONS: Write the words that are pronounced. 
1. 14. 
2. 15. 
3. 16. 
4. 17.· -----------
5. 18. 
6. 19. 
7. 20. 
8. 21. 
9. 22. 
10. 23. 
11. 24. 
12. 25. 
13. 
\ 
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Test 6 Score 
(number right) .•............•.......•......•.. 
® 
Primary • GRADES KGN. to 3 • form AA 
California Test of Personality 
1953 Revision 
Devised by 
LOUIS P. THORPE, WILLIS W. CLARK, AND ERNEST W. TIEGS 
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,_ 
(CIRCLE ONE) 
Name ............................................................................................................................. Grade .............................. Boy Girl 
Last First Middle 
Date of 
5chooi ...................................................................................... City ................................ Test ................................................ .. 
Month Day Year 
Date of 
Examiner ............................................ ( .................... ) Pupil's Age ............................... Birth ................................................. . 
Month Day Year 
TO BOYS AND GIRLS: 
This booklet has some questions which can be answered YES or NO. Your 
answers will show what you usually think, how you usually feel, or what you 
usually do about things. Work as fast as you can without making mistakes. 
DO NOT TURN THIS PAGE UNTIL TOLD TO DO SO. 
'UBLISHED BY CALIFORNIA TEST BUREAU, DEL MONTlf RESEARCH PARK, MONTEREY. CALIFORNIA 
!RANCH OFFICES: NEW CUMBERLAND, PA.; MADISON, WIS.; DALLAS, TEXAS-COPYRIGHT 1942-1953 BY CALIFORNIA TEST BUREAU-COPY-
tiGHT UNDER INTERNATIONAL COPYRIGHT UNION-ALL RIGHTS RESERVED UNDER PAN-AMERICAN COPYRIGHT UNION-PRINTED IN U.S.A. 
'87654321 
(Circle one) ~!®California Short-Form Test of Mental Maturity Primary · r~~n::~ · '57 S-Form Name ___________________ -------------------------------·----------.--------------------------· Grade __________________________ .. Boy Girl lost First Middle Date of Schooi ______________________________________________ .City ___________________________________ . Test·--------·-·-----------------------------·----Month Day Year 
Teacher or Date of 
DEVISED BY E. T. SULLIVAN, W. W. CLARK, AND E. W. TIEGS Examiner ____________________________________ (_ ______________ _) Pupil's Age __________ Birth ____________________________________________ _ 
(Chart Pupil's Scores Here) See MANUAL for instructions. DIAGNOSTIC PROFILE * 
Pupil's Score Mental Age 
Possible Scorel 
!Factor 
/1 48 60 72 84 96 108 120 132 144 156 168 %-ile / J I I I I I J J I I I J I f I I I I I f I J ~:rn~.A. 
I lTest L NL 4.0 5.0 6.0 7.0 8.0 9,0 10.0 11.0 12.0 13.0 14.0 
1£ t· Sensing Right and left _______ 10 . o·· -
... x 
<"' ~2 2. Manipulation of Areas _______ • 12 
e;~ D -$ TOTAl{1+2)____ ------22 
D 
C) 
3. Similarities ______________ 12 D 
<~ 
uz 
-o e>.., 
0< 
....... 
"' 
4. Inference _ _ _ _ _ _ _ _ _ _ _ _ _ 12 D 
TOTAL(3+4) ___ o ______ 24 
= 5~ t5. Number Concepts _____ --------- 12 D ~g 6. Numerical Quantity _________ 12 D 
:i;'& D -
zo: TOTAL(5+6)___ ------ 24 
<~~-VERBAL CONCEPTS _________ 30 D 
~0 D -wZ 
>g TOTAL_______ ------ 30 
-
LANGUAGE DATA -- -- --- - - - - - 54 D 
MENTAL AGE_ _____________________ ~ 
NON-LANGUAGE DATA --------- 46_--- _I I 
CHRONOLOGICAL AGE----------- ___ r=J 
Average Grade Placement Equivalent 
INTEll. {M.A.) GRADE PLACEMENL- _ - - -D 
*Revised 1958. 
Yr. 
Mental Age 
U-
5 10 15 20 
I I I I I I I I I I I I I I I I I I I I 
5 10 15 20 
I I I I I I I I I I I I I I I I I I I I 
5 10 15 20 
I I I I I I I I I I I I I I I I I I I I I 
10 15 20 25 
I I I I I I I I I I I I I I I I I I I I I 
15 17 19 22 26 29 31 33 34 36 38 39 41 43 44 46 47 49 52 53 54 
I I I I I I I I I I I I I I I I I I I I I 
48 60 72 84 96 108 120 132 144 156 168 
I I I I I I I. I I I I I I I I I I I I I I 
4 7 11 15 21 26 29 31 33 34 36 37 38 39 40 42 44 45 46 
I I I I I I I I I I I I I I I I I I I 
48 60 721 84t 96 1 1081 1201 132 1 144 1 156 1 168 I I 1.0 12.0 I 3.0 I 4.0 15.0 I 6.0 I 7.0 I 8.0 I 
KGN. TRANS. 1.0 2.0 3.0 4.0 5.0 6.0 7.0 8.0 
I I I I I I I I 
4.0 5.0 6.0 7.0 8.0 9.0' 10.0 11.0 12.0 13.0 14.0 I I I I I I J I I I I I I I I I I I I I I 
--
D 
D 
D 
D 
D 
D 
Month Day Year 
SUMMARY OF DATA 
SCORE 
M.A. 
divided by 
C. A. 
equals 
I.Q.* 
INTELL. 
(M.A.) G. P. 
LAN~ NON-
GUAGE l.ANG. 
DATA DATA 
*Shift decimal two places to 
the right before recording. 
TEST 1 
1 
7 A 8 A 9 A 10 A 
~ ~ ~ 0 
----------- ~-----------
age 3 
'-P-57 
Tbst 1 Score 
(~umber right! .................................... . 
l 
TEST 2 
D I 7 
TiLil_~&~~ 
I 
I 
1 I 8 
o: D D 0 f!D ~ qjdl ~ 
I 2~ 0\J 9~:~ ~· ~ 
Q cs CY\ C7 10~ trJ3, ~ ~ 
4
0 D l D llf t f ~ 
5LJJ:UO&l2~ ~ ~ ~ 
I 
I 
1 2 3 1 2 3 
Page 4 
. SF-P-57 
Test 2 Score 
!number right! ................................ . 
TEST 3 
~/41! ~ 0 s lll·ti~ t \ 
I I 
j I 12 I fl~·~i:A I.Jfj .. .!! ~ rR ~ i ~ rll ~-. \cf ~:. lbd ~/1\~ : Eb::t) u 
I 
I I 
,age 5 
F-P-57 
1 2 3 1 2 3 
Test 3 Score 
(number rightl. ................................ . 
--
TEST 4 
G 
_} 
H 
2 
3 
4 
5 12 ~~ 
1 2 3 1 2 3 
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SF-P-57 
Test 4 Score 
(number rightL .... , ........................... .. 
[ 
1 
cage 7 
'-P-57 
0000 
000 
0000 
0 0 
2 3 
TEST 5 
J 
0 
1 
0 
0 
0 
0 
0 
00 00 
00 00 
0 0. 
00 00 
00 00 
0 
0 
0 
0 
0 
0 
0 
0 
2 
0 
0 
3 00 
00 
00 
00 
00 
00 
4 
0 
00 
00 
0 
00 
00 
1 
0 
00 000 000 
00 00 000 
0 
00 
00 
00 
00 
00 
0 
0 
00 
00 
0 
0 
0 
2 
00 
00 
00 
00 
00 
00 
0 
0 
0 
0 
3 
Test 5 Score 
00 
00 
00 
0 
00 
00 
0 
0 
0 
0 
0 
4 
0 
0 
0 
00 
00 
00 
00 
0 
0 
5 
lnuanber rightl.. .•... -····· .. ·······-··-····· 
K.------, 
L 
5 
1 
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TEST 6 
6.--------., 
7 
...-----. ,...---..., 1 Or-----. I 
o I 0 
Q 
G 
2 3 
0 
Q 
G 
I 
I G 
G G 
Q 
G 
G 
G 
G 
G 
®® ~~ 
~~ ® 
~® ~~ 
1 2 
Test 6 Score 
G 
G G 
3 
(number right) ..•...•..•...•...........•..•... '" .. 
TEST 7 
M 7 
~~ ~~tt 
N 8 
~~~,~~ 
I 9 
f~J$~~~ 
Z I 0 
~~~,[-
! ~ [3 ~ II~ A ' 
I ~ [J A 12 I , w 
; 13 
D1fl: ~ ~ i ~ ff 
5 
~ 
-
I 2 3 2 ·3 
age 9 
F-P-57 
15 
16 
17 
18 
20 
~ 
~ 
. 
TEST 7 (Continued) 
24 
, 
25 
*~ 
26 
28 
~ - f 
~ H~ 
21 29 
~ ~ 
22 30 
0 
1 . 2 3 1 2 3 
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Test 7 Score 
(number right!............................. . ..... 
U P . GRADES F w pper Ilmary • 3 and L4 • Orm 
California Language Test 
W X Y Z SERIES 
DEVISED BY ERNEST W. TIEGS AND WILLIS W. CLARK 
TO BOYS AND GIRLS: 
This booklet has some games you will like. They will show what 
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PRACTICE QUESTIONS 
A. Do you have a dog at home? 
B. Did you walk all the way to school today? 
YES NO 
YES NO 
l. Is it easy for you to play by yourself 
when you have to? YES 
) Is it easy for you to talk to your .... 
class? YES 
~. Do you feel like crying when you are 
hurt a little? YES 
t Do you feel bad when you are blamed 
for things? YES 
... Do you usually finish the games you 
'· start? YES 
. 
5. Does someone usually help you dress? YES 
7. Can you get the children to bring 
back your things? YES 
~. Do you need help to eat your .meals? YES 
1. Do the children think you can do 
things well? YES 
2. Do the· other children often do nice 
things for you? YES 
3. Do you have fewer friends than other 
children? YES 
4. Do most of the boys and girls like 
you? YES 
5. Do yo~r folks think that you are 
bright? YES 
6. Can you do things as well as other 
children? YES 
7. Do people think that other children 
are better than you? YES 
8. Are most of the children smarter than 
you? YES 
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I. Do your folks sometimes let you buy 
things? YES 
2. Do you have to tell some people to let 
you alone? YES 
3. Do you go to enough new places? YES 
4. Do your folks keep you from playing 
with the children you like? YES 
5. Are you allowed to play the games 
you like? YES 
6. Are you punished for many things 
you do? YES 
7. May you do most of the things you 
like? YES 
8. Do you have to stay at home too 
much? YES 
I. Do you need to have more friends? YES 
2. Do you feel that people don't like· 
you? YES 
3. Do you have good times with the 
children at school? · YES 
4. Are the children glad to have you 
in school? YES 
5. Are you lonesome even when you are 
with people? YES 
6. Do people like to have you around 
them? YES 
7. Do most of the people you know 
like you? YES 
8. Do lots of children have more fun 
at home than you do? YES 
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L. Do the boys and girls often try to 
cheat you? YES NO 
) Do you feel very bad when people Jo 
talk about you? YES NO 
I Are most of the boys and girls mean ). 
to you? YES NO 
k Do you feel bad because people are 
mean to you? YES NO 
. Do many children say things that ). 
hurt your feelings? YES NO 
). Are many older people so mean that 
you hate them? YES NO 
r Do you often feel so bad that you 
do not know what to do? YES NO 
I Would you rather watch others play ~. 
than play with them? YES NO 
.. Do you often w~e up because of 
bad dreams? YES NO 
:. Is it hard for you to go to sleep at 
night? YES NO 
~. Do things often make you cry? YES NO· 
. Do you catch colds easily? YES NO 
;. Are you often tired even in the 
morning? YES NO 
•· Are you sick much of the time? YES NO 
r Do your eyes hurt often? YES NO 
:. Are you often mad at people with-
out knowing why? YES NO 
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1. Should you mind your folks even 
when they are wrong? YES NO 
2. Should you mind your folks even if 
your friends tell you not to? YES NO 
3. Is it all right to cry if you cannot 
have your own way? YES NO 
4. Should children fight when people 
do not treat them right? YES NO 
5. Should a person break a promise 
that he thinks is unfair? YES NO 
6. Do children need to ask their folks 
if they may do things? YES NO 
7. Do you need to thank everyone who 
helps you? YES NO 
8. Is it all right to cheat if no one sees 
you? YES NO 
1. Do you talk to the new children at 
school? YES NO 
2. Is it hard for you to talk to new 
people? YES NO 
3. Does it make you angry when people 
stop you from doing things? YES NO 
4. Do you say nice things to children 
who do better work than you do? YES NO 
5. Do you sometimes hit other children 
when you are playing with them? YES NO 
6. Do you play games .with other 
children even when you don't want 
to? YES NO 
7. Do you help new children ·get used 
to the school? YES NO 
8. Is it hard for you to play fair? YES NO 
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l. Do people often make you very 
angry? YES NO 
~. Do you have to make a fuss to get 
people to treat you right? YES NO 
3. Are people often so bad that you 
have to be mean to them? YES NO 
4. Is someone at home so mean that 
you often get angry? YES NO 
5. Do you have to watch many people 
so they won't hurt you? YES NO 
S. Do the boys and girls often quarrel 
with you?. YES NO 
7. Do you like to push or scare other 
children? YES NO 
t Do you often tell the other children 
that you won't do what they ask? YES NO 
1. Are your folks right when they make 
you mind? YES NO 
2. Do you wish you could live in some 
other home? YES NO 
3. Are the folks at home always good 
to you? YES NO 
4. Is it hard to talk things over with 
your folks because they don't under-
stand? YES NO 
5. Is there someone at home who does 
not like you? YES NO 
6. Do your folks seem to think that 
you are nice to them? YES NO 
7. Do you feel that ·no one at home 
loves you? YES NO 
8. Do your folks seem to think that you 
are not very smart? YES NO 
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1. Do you often do nice things for the 
other children in your school? YES NO 
2. Are there many bad children in your 
school? YES NO 
3. Do the boys and girls seem to think 
that you are nice to them? YES NO 
4. Do you think that some teachers do 
not like the children? YES NO 
5. Would you rather stay home from 
school if you could? YES NO 
6. Is it hard to like the children in your 
school? YES NO 
7. Do the other boys and gir Is say that 
you don't play fair in games? YES NO 
8. Do the children at school ask you 
to play games with them? YES NO 
1. Do you play with some of the 
,children living near your home? YES NO 
2. Do the people near your home seem 
to like you? YES NO 
3. Are the people near your home often 
mean? YES NO 
4. Are there people hear your home 
who are not nice? YES NO 
5. Do you have good times with people 
who live near you? YES NO 
6. Are there some mean boys and girls 
who live near you? YES NO 
7. Are you asked to play in other 
people's yards? YES NO 
8. Do you have more fun near your 
home than other children do near 
theirs? YES NO 
SECTION 2 E 
Section 2 E 
(number right) 
-·--···········-····-·-···· 
SECTION 2 F 
Page 8 Section 2 F 
STOP NOW WAIT FOR CTP _ p -AA ...._ln.;.;;.um;;;;;b..;;.;.er..;,;;ri!!:;;,ht;.;..) ========-FURTHER INSTRUCTIONS 
!I 
KOTTMEYBR PHONETIC SPELLING TEST 
Directions 
The children should have pencils and lined paper. 
The children will write the words only. 
Say the word and use it in the sentence. 
1. not 
2. but 
3. get 
4. sit 
5. man 
6. boat 
7. train 
8. time 
9. like 
10. found 
11. down 
12. soen 
13. good 
14. very 
15. happy 
List I: Grades 2 - 3 
He is !!2! here. 
Mary is here but Joe is not. 
Get the wagon John. 
Sit down please. 
Father is a tall man. 
-
We sailed our ~ on the lake. 
Tom has a new toy train. 
It is time to come home. 
We like ice cream 
We found our lost ball. 
Do not fall.~. 
Our teacher will ~ be here. 
He is a good boy. 
We are very glad to be here. 
Jane is a happy girl. 
!/William Kottmeyer, Teacher's Guide for Remedial Reading, 
Webster Publishing Company, U.S.A., 1959, pp. 87-90. 
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16. kept 
17. come 
18. what 
19. those 
20. show 
21. much 
22. sing 
23. will 
24. doll 
25. after 
26. sister 
27. toy 
28. say 
29. little 
30. one 
31. would 
32. pretty 
We kept our shoes dry. 
Come to our party. 
~ is your name? 
Those are our toys. 
~us the way. 
I feel ~better. 
We will sing a new song. 
Who will help us? 
Make a dress. for the ~· 
We play after school. 
My sister is older than I. 
I have a new toy train. 
Say your name clearly. 
Tom is a little boy. 
I have only ~ book. 
Would you come with us? 
She is a pretty girl. 
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Validation 
Kottmeyer states: 
ttPercentile norms were established after 
administering the test to some 20~000 pupils in 
Grades 1-6 in the schools of the metropolitan 
St. Louis area. Two lists of 32 words each were 
selected from typical second-grade and third-
grade spelling vocabularies. The words in each 
list are examples of phonetic elements which 
appear commonly in such vocabularies. To estab-
lish the approximate grade level o£ achievement 
in spelling~ the teacher may use the directions 
and norms that are suggested." 
Analysis of Spelling Errors 
y 
n •••• Some clues to the pupil's familiarity 
with these phonetic and structural generaliza-
tions can be observed by noting how he spells 
the common elements indicated:n 
List I 
Word :Element tested 
1. not 
2. but 
3. get Short vowels 
4. sit 
5. man 
6. boat 
7. train Two vowels together 
8. time 
9. like 
Vowel-consonant-e 
10. found 
11. down ow-ou spelling of ou sound 
Y,Loc. cit. 
?:./Loc. cit. 
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12. soon long and short oo 
13. good 
14. very final y as short i 
15. happy 
16. kept c and k spellings of the k sound 
17. come 
18. what 
19. those 
20. show 
21. much 
22. sing 
23. will 
24. doll 
wh, th, sh, ch, and 
ng spelling and ow 
spelling of long o 
doubled final consonants 
25. after er spelling 
26. sister 
27. toy oy spelling of oi sound 
28. say ay spelling of long a sound 
29. little le ending 
30. one 
31. would non-phonetic spellings 
32. pretty 
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CHECK LIST FOR QUALITY OF DICTATION 
Directions 
Have the children write their names on a piece of lined 
writing paper. Tell them that you are going to tell them a 
story and have them write it. Have them listen while you 
read the complete story to them. 
"Last night I heard a bang. 
My dog barked at the sound. 
I saw two eyes in the dark. 
A big gray cat had jumped up to the 
window.n 
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Now tell them that you are going to say one sentence at a 
time and they are to write it. Tell them to write the words 
the way they sound. 
Scoring 
The number of capitalizations, punctu~tions and spelling words 
were counted. The following scale was established: 
1. Highest possible score 
a. Capitalization 
b. Punctuation 
c. Spelling 
38 
5 
4 
29 
CHBCK LIST FOR ANS~lliRING QUESTIONS IN 
COMPLETE SENTENCES 
142 
Name: _______________________________ Date: ________________ __ 
Answer these questions in complete sentences. 
1. Where do you live? 
2. What do you like best about school? 
3. Do you like to play in the snow? 
4. What is your favorite television program? 
Directions for giving the check list 
1. Give out the papers. 
2. Make sure each child has a pencil. 
3. Tell the children that you wou1d like them to answer 
the questions in complete sentences. 
4. Give as much time as needed. 
Scoring the check list 
For correcting an arbitrary scale was established: 
1. Highest possible score 12 
a. Capitalization 4 
b. Punctuation 4 
c. Completeness 4 
2. Possible score for each question 3 
3. Possible score for each category 1 
4. If the child had more than half of each category 
correct, he received a score of ul. tt 
If he had less than half correct for each category, 
he received a score of "0." 
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SPEED OF WRITING TEST 
Directions 
Be sure you have a watch with a· second hand on it. 
The children should have lined paper and pencils. 
They should have a copy of the following: 
nThe quick brown fox jumped over the lazy dogs. 
A quiet fox' jumps when vexed by lazy ducks. 
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There are many ways to travel on the land, and sea and air. 
We wi1l study about airplanes, boats and trains." 
Have them put their names on their papers. 
Tell them when you say star.t, they are to start copying the 
sentences, and when you say stop they are to stop writing and 
put their pencils do\'n. 
Call "startt tt 
Give them three minutes and call "stop!" 
Scoring 
The letters on each paper are counted and divided by three. 
The result is the number of letters each child can write in 
a minute. 
Freeman!/ gives us a scale of averages for each grade! 
Grade II III IV 
Speed 30 40 50 
v 
60 
VI 
67 
VII 
74 
VIII 
80 
yFrank N. Freeman, "Teaching Handwriting," What Research Says 
to the Teacher, Pamphlet 4, Department of Classroom Tea·chers 
American Educational Research Association of the National Edu-
cation Association, Washington, D.C., 1954. 
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INDEPENDENT WRITING 
Objective 
To evaluate the quality of expression and the quantity of ideas. 
Procedure 
The children should have pencils and lined paper. 
Put this sentence on the board., 
The flames grew fiercer and fiercer. 
Read the sentence with expression. 
Ask the following questions: 
What color do you think the flames were? 
~fuat was burning? 
Help the children: Was it a forest fire? 
Was it leaves burning? 
Do you think it may have been a furnace? 
Who was there? 
Where do you ~hink the flames were? 
What could have happened? 
Now tell them that you would like them to write a story using 
this as a beginning sentence. They may write a short story 
or a long story. They may write about whatever they would 
like to write. Warn them not to worry about spelling. They 
may write the words as they sound. 
Be enthusiastic in your interest. 
Give the children as much time as they need. 
Scoring 
The following scale was used for scoring. 
!I 
SCALE FOR EVALUATION OF CREATIVE WRITING 
Manual of Directions for Final Scale 146 
For ease and facility in using this scale the teacher 
should be thoroughly familiar with the definitions of each of 
the four categories--Originality, Vocabulary, Organization 
and Elaborative Writing, and the descriptive phrases for each 
of the sub-categories. 
Each one of the four categories is divided into four sub-
categories. Each sub-category represents a numerical value; 
the values range from 3 ~ o. The underlined words in a sub-
category state the qualities that must be present for a compo-
sition to merit the corresponding value. The descriptive 
phrases which follow help to define the underlined words. 
Procedures for scoring: 
1. Be thoroughly familiar with the scale. 
2. Read the composition. 
3. Refer to the first category--Originality. 
a. Read the definition. 
b. Read the underlined words in each sub-category. 
c·. Refer to descriptive phrases for clarification. 
d. Select the sub-category that best describes the 
composition. 
e. Score the composition with the corresponding 
numerical value. 
4. Use the above procedure for each of the other categories. 
5. Tally the four scores to obtain your total. T\~elve 
represents the maximum score; zero represents the mini-
mum score. 
Eleanor Anderson et al., Construction and Evaluation of a 
cale £or Creative Writing, Unpublished Master 1 s Thesis, 
Boston University School of Education, 1957. 
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Organization 
Definition: Organization is the sequential arrangement of ideas. 
Rate 3 if the compos~tion contains the following: 
continuity and logical clear arrangement-of relevant 
thoughts. 
no irrelevant details 
build-up of ideas exactly suitable to express mood 
of story 
main·idea fully e~pressed 
all minor ideas supporting major idea 
Rate 2 if the composition contains the ~ollowing: 
main idea clearly stated, but relevant thoughts lack 
continuity and logical clear arrangement. 
no irrelevant ideas 
no consistency in build-up of ideas that express 
mood created 
-
main idea fully expressed 
some minor ideas poorly arranged 
• 
Rate 1 if the composition contains the following: 
a main idea with some irrelevant ideas. · 
relevant ideas poorly developed and illogically 
arranged 
jumbled arrangement of thoughts which detract 
from mood 
important elements of composition placed where they 
are least effective 
Rate 0 if the composition contains the following: 
overall impression of disorder because of illogical 
sequence of ideas. 
disorganized, needless digression 
irrelevant material more prominent than topic 
minor ideas dwarfing major ideas 
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SCALE III - FINAL SCALE 
Originality 
Definition: An original composition contains unusual thought 
and/or unique arrangements of ordinary words to give fresh-
ness to a common idea. 
Rate 3 if the composition contains the following: 
unique different or unexpected ideas or words 
arranged throughout to produce an unusual effect. 
individual interpretations of ordinary thoughts 
new ways of telling something 
unusual placement of words 
fresh interpretation of an old idea by unusual 
play on words or word order 
Rate 2 if the composition contains the following: 
frequent use of original ideas or frequent use of words 
arranged so as to produce an unusual effect. 
Rate 1 if the composition contains the following: 
occasional use of original ideas; or occasional use of 
words arranged so as to produce an unusual effect. 
( 
Rate 0 if the composition contains the following: 
conventional ideas; commonplace word patterns. 
SCALE I I I - FINAL SCALE 
Vocabulary 
Definition: Use of words to express a particula~ thought 
or idea. 
Rate 3 if the composition contains the following: 
a variety of clear, precise words and unusually de-
scriptive and vivid words. 
words that appeal to the senses 
choice selective words which develop shades of 
meaning 
actions clearly shown by use of specific words 
synonyms and antonyms which enhance word pictures 
colorful picturesque, effective similes and/or 
metaphors 
Rate 2 if the composition contains the following: 
words that are adequately descriptive but lack overall 
excellence. 
sporadic use of vivid words or phrases 
some good similes and/or metaphors 
Rate l if the composition contains the following: 
149 
some appropriate words with little v~riety of word choice 
very few descriptive words or picture words 
common overworked similes and/or metaphors 
words that produce vague impressions 
Rate 0 if the composition contains the following: 
only commonplace words without variety 
trite, ineffective, dull words which are monotonous 
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Elaborative Writing 
Definition: Elaborative writing is an abundance of appropri-
ately related ideas fluently expressed. 
Rate 3 if the composition contains the following: 
a wealth of ideas which have depth, scope, and feeling. 
full treatment of the subject through ample, 
unrestrained details which give clarity and 
color 
associated ideas which are fully developed and 
follow each other easily and naturally 
Rate 2 if the composition contains the following: 
ideas which are clear and flow smoothly but lack full 
development because of incomplete treatment of the 
subject. 
Rate 1 if· the composition contains the following: 
limited ideas or stilted and restrained ideas which 
prevent continuity, smooth relationships and asso-
ciations. 
inadequate details 
Rate 0 if the composition contains the following: 
ideas suggested but never carried out. 
no details 
· bareness of expression 
confused impressions 
jumbled and disassociated thoughts 
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Reliability of the Anderson Scale 
Organization y 
In his study Callahan used the Anderson Scale ~o rate 
compositions. Since this scale contained no estimate of re-Y 
liability, one was obtained through Hoyt's method, using 
analysis of variance and employing six judges, each of whom 
indep~dently rated a total of 30 compositions on as many 
different topics--selected at random from the total population 
used in the study. The reliability coefficient was .88. 
Originality, Elaborative Thinking and Vocabulary 
y 
In their study Aymes and his colleagues used Callahan's 
materials to obtain an estimate of reliability for each sec-
tion. Reliability was obtained through Hoyt's method, using 
analysis of variance; then a more accurate estimate of re-
liability was obtained using the intra-class correlationi/ 
1/Frederic L. Callahan, Construction and Evaluation of a 
Series of Exercises to Develop Organ1zat1onal Abil1ty 1n 
Children's Writing, Unpublished Doctoral Dissertation, Boston 
University School of Education, 1959, p. 38. 
ycyril Hoyt, ttTest Reliability Estimated by Analysis of Vari-
_ance," Psychometrika (June, 1941), The Psychometric Society, 
Colorado, 6: 153-160. 
yAlan Aymes et al., An Evaluation of a Series of Sixth Grade 
Compositions to Determine Growth in Originality, Elaborative 
Thinking, and Vocabulary, Unpublished Master's Thesis, Boston 
University School of Bducation, 1960; pp. 41-43. 
ifJ. P. Guilford, Fundamental Statistics in Psychology and Edu-
cation, (Third Edition), McGraw-Hill Book Company, Inc., New 
York, 1956, p. 281. 
formula. Estimate of reliability for rating originality was 
.91. Estimate of reliability for rating elaborative think-
ing was .88. The estimate of reliability for rating.vocabu-
lary was .87. 
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IDEA COUNT 
When children write very often teachers are concerned 
more with the quality of ideas than the quantity of ideas. 
It was decided in this study to be concerned with both. 
What is an idea? 
!I Webster tells us: 
ttidea--1. a mental picture or pattern, as, 
my idea of a whale. 2. A plan, an intention, as, 
my idea is to start on Tuesday. 3. ~otion, an 
indefinite fancy.u 
Scoring 
The scorers discussed the above definition of an idea 
-
and when scoring counted each idea in the initial and final 
l~itings of the children. If an idea was repeated in the 
story it was di scount ed. 
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!/Webster's New American Dictionary, Lewis M. Adams (Editor), 
Books, Inc., New York, ~952, p. 464. 
APPENDIX B 
MANUAL OF LESSON PLANS AND WORKSHEETS FOR 
A PROGRAM OF TEACHING INDEPENDENT 
WRITING IN GRADE III 
-154-
Purpose 
AN EVALUATION OF A PROGRAM OF TEACHING 
INDEPENDENT WRITING IN GRADE III 
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1. To discover a series of exercises in those factors which seem 
to lead to independent writing. 
2. To prepare a handbook for teachers which will include methods, 
techniques, and activities (integrating spelling, phonics, 
reading, and handwriting) predicated to successful achievement 
in Independent Writing. 
3. To prepare materials to be used by the children as each step 
is introduced, both for the lessons and for follow-up activi-
ties. 
Justification 
1. In the past few years there has been such a concentration on 
reading in the Primary Grades, that the related areas of the 
Language Arts seem to have been·neglected. Thi~ has been par-
ticularly apparent in the areas of Independent Writing both 
functional and creative. 
2. If writing independently and well is to be achieved at any 
grade or age level, the time to initiate it in a well-planned 
program is when children are learning to think independently, 
to handwrite with ease, to spell, and to read independently 
with interest and comprehension. At this age level, they are 
not self-conscious about their imaginations, and are generally 
uninhibited in their expression of ideas. 
3. Many textbooks exhort teachers and students of education to 
guide children to write independently. Ideas and examples of 
results have been given, but, as yet, no plan of action which 
would include techniques, methods, and materials for an in-
tensive program has been presented. 
Scope 
1. The experiment is planned for seven weeks (thirty-five lessons). 
However, if any teacher feels that some lessons need more time, 
she may take it. The complete time should be no longer than 
eight weeks. 
2. At the end of the experiment, suggestions will be given for 
further enrichment. 
Initial Testing 
1. California Short Form Intelligence Test 
2. California Achievement Test in Language and Spelling 
3. California Personality Test 
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4. Independent Writing--Anderson Scale for Qualitative Analysis 
of Children's Writing 
Idea Count - Quantitative Analysis of 
Children's Writing 
5. Kottmeyer Test in Phonetic Spelling 
6. Check on Dictation 
7. Check on Writing Answers to Questions 
8. Test in Speed of Writing 
Final Testing 
1. California Achievement Test in Language and Spelling 
2. Independent Writing--Anderson Scale for Qualitative Analysis 
of Children's Writing 
Idea Count - ~uantitative Analysis of 
Children's Writing 
3. Kottmeyer Test in Phonetic Spelling 
4. Check on Dictation 
5. Check on Writing Answers to Questions 
6. Test in Speed of Writing 
Plan of Materials 
The writer has prepared the lessons under four major phases which 
include review lessons and continuing developmental lessons in 
phonics, oral language, written language, and reading with the 
premise that they will lead to success in independent writing. 
As the lessons in each phase are developed, the worksheets should 
help insure retention. 
Individual and group activities will be suggested for further en-
richment. Motivation and encouragement to write about any sub-ject of interest should be given as the experiment progresses. 
At all times the children must lean heavily on phonetic spelling. 
They should be encouraged to spell words the way they hear them. 
Corrections can be made during proofreading. During proofreading, 
they may refer to readers, picture-word dictionaries, and t~eir 
own word books (notebooks) in which they should write all the 
words they constantly use, for correct spelling. 
Phase I 
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Five lessons are to be presented during the first week of the 
e~periment which will include a quick review of language skills 
l~arned in Grades I and II. Each lesson should run about twenty 
to thirty minutes • 
. 
Phase II 
Ten lessons are to be presented during the next two weeks which 
w~ll stress a continued review of the basic language skills, the 
l~vel of instruction being successively more difficult. Each 
l~sson - about thirty minutes. 
-Phase III 
Ten lessons are to be presented during the following two weeks 
with the purpose of the continuing development of the basic lan-
guage skills which will serve as a basic foundation for Phase IV. 
Each lesson should be about thirty minutes. 
Phase IV 
Three motivations will be presented during the last two weeks. 
C.are has been taken to choose ideas and subject matter that will 
be among the interests of children of this age level during the 
winter season. Ample time should be allowed to give the children 
time to think about and organize their ideas, to proofread their 
materials, and rewrite carefully. (Each presentation should be 
about thirty minutes.) 
HELPFUL HINIDS 
1. Skills in penmanship, spelling and sentence structure are not 
developed as ends in themselves, but as valued tools to help 
the child convey his ideas clearly and accurately. 
2. Every child should have a chance to express himself. It 
should be noted that all children will not be equally adept. 
3. An informal relaxed atmosphere in which children feel that 
they play a role in planning, choosing, and evaluating their 
own activities is basic to the encouragement and development 
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of the power of self-expression. In such an atmosphere# the 
child will have a chance to speak and write the way he thinks. 
4. When the teacher consistently encourages the child and shows 
confidence in his work, the child becomes adjusted to himself 
and will more freely release his thoughts. The teacher must 
be at all times sensitive to the needs of each child in 
writing. 
s. Try to follow the basic lesson plans as closely as possible; 
however, please use your own discretion for the inevitable 
changes you may have to make to suit the needs of the children. 
6. If you feel that some lessons should require two days for your 
children, please do spend the two days on them. 
7. The worksheets are to be used as follow-up activities. They 
may be worked on at any time of the day. If the directions 
on the worksheets are not clear to your children, please ex-
plain them. 
8. The notebooks are to be used by each child for his or her col-
lection of words and sentences. They may be organized in any 
way that is convenient for you and the children. The children 
should be encouraged to refer to them in their writing for 
vocabulary and spelling references. They may wish to illustrate 
their words for help ~n meaning if you do not have picture dic-
tionaries available. 
9. Encourage any effort on the part of the child. 
10. Take a few minutes toward the end of each day to read an ex-
citing poem or tell a short story. Encourage the children to 
bring you short stories and poems from home. 
11. If you do not have a Library Corner, perhaps the children 
could bring books from home. Encourage reading during free 
minutes in school and during leisure time at home. 
12. Discuss the experiences of the children in viewing television. 
13. Talk about your experiences in colorful language to inspire 
the children to talk about and to write about their experi-
ences. 
14. Encourage elaboration when speaking about experiences. 
What to Do During the Experiment 
1. Teach the lessons each day. 
2. Have the children write the worksheets for the lessons that 
have worksheets for follow-up. 
3. Have the children write as much as possible in their note-
books. 
159 
4. Take note of the Helpful Hints. Many of these will add to the 
success of your children in Independent Writing. 
5. At !!! times encourage phonetic spelling. 
6. For finished copy only, exhort correct spelling, punctuation, 
capitalization, sentence structure, good handwriting and neat-
ness. 
7. Encourage much reading on the part of the children. 
What to Save for the Writer 
1. Save only a few sample copies from each lesson. These will 
give me an idea as to how the children are coming along. 
2~ If you have time, jot down a few notes on your reactions to 
the lessons and how the children are coming along. 
3. The notebooks are for the childr·en. They may keep them. 
Phase I - Lesson I 
Objective 
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To have the children write what they hear, encouraging phonetic 
spelling. 
Procedure 
Each child has a pencil and lined paper. 
EXplain to the children that this is not a test. You are going 
to say some words which they are to write. After you finish you 
will put the words on the board and allow each to correct his 
own paper. 
Pronounce the words carefully. You may use the word in a sentence 
if you wish. Encourage both accuracy and speed. 
bag pest sold men 
at fall hat got 
law do den rib 
hug ten cot tap 
pen pin beg jet 
jot man cap tag 
nut tin cab tan 
tub lap sad pal 
had ham fit box 
log fun lip 
Write the words on the board pronouncing the words as you do. 
,Allow the children to correct their papers. 
Make a quick check to see how they did. Have the children write 
incorrect words in their notebooks. 
Culmination 
Quick review of the sounds found to be most difficult. 
(Worksheet) 
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Worksheet - Lesson I - Phase I 
Name=--------------------------------------
Da±e: __________________ __ 
Look at these words and say them to yourself. Do one at a time. 
Beside each word write some words that sound like the word. 
bag tag rag wag gag stag 
hen 
sold 
rib 
man 
box 
sad 
est 
lo 
·et 
nut 
at 
al 
Now look through your readers and see if you can find more words 
that sound like these words. 
Phase I - Lesson II 
Objective 
To have the children answer questions in complete sentences. 
Procedure 
'Read this story to the children. (Exaggerate the descriptive 
words.) 
A tired old man was walking down the street 
with his hands in his pockets. His shaggy-haired, 
loopy-eared, long-legged dog trotted slowly behind 
him. All of a sudden the man stopped, took out an 
old corncob pipe, filled it with tobacco, lighted 
it, and puffed it slowly. "IJifell, here we are, Totter,u 
he said. They went into a small, broken-down shack, 
that looked out onto a friendly river. 
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Question the children: (Have them answer in complete sentences.) 
What kind of man did the story tell about? 
Did he have any friends? 
Was his dog young or old? 
Why do you think he was going into the old shack? 
Do you suppose there were any houses around the vicinity? 
How do you think the old shack was furnished? 
Write two or three of the answers on the board. 
Carefully discuss spelling, parts of a sentence, capitals and 
punctuation. 
Have the children copy the sentences. 
Culmination 
Quickly review answering in complete sentences, parts of a sen-
tence, capitals, and punctuation. 
(Worksheet) 
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Worksheet - Phase I - Lesson II 
Name: Date: 
-------------------------------------- ---------------------
Read this story. 
One cold, wintry day a strange man came to town. 
He was big, and fat and round. His face was strange 
but happy. He had a black, floppy hat and a big, warm 
scarf. His red mittens had holes in them. His eyes 
and nose were not like ours. He smoked a pipe and wore 
no shoes. His name was Frosty. The children loved him. 
Answer these questions in complete sentences. 
What kind of man was Frosty? 
Did he come to town during the summer? 
Why didn't Frosty wear shoes? 
What kind of a hat and scarf did he wear? 
Were his eyes and nose like ours? 
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Phase I - Lesson III 
Objective 
To tell and write a story in sequence, with emphasis on punctua-
tion and spelling. 
Procedure 
Tell the children you are goin~ to read a short story to them. 
They are to listen carefully so that they can tell the story when 
you finish. Read slowly, emphasizing pauses for commas and 
periods. 
It had been a mellow, warm day. Jack had played 
in the forest all afternoon. All of a sudden, not a 
single ray of sunlight crept through the heavy pines. 
He hurried along listening to the birds begin their 
lullabies. He was thinking of the friendly meadow 
with the sparkling brook near his little white house. 
As he came out of the forest, he heard his mother call-
ing him for dinner. 
Question: 
Who was playing? 
What kind of a day was it? 
What did Jack notice all of a sudden? 
Where did he play? 
What did Jack hear· as he hurried along? 
What was Jack thinking of? 
·What did Jack hear as he c·ame out of the forest? 
Ask individuals to try telling the story as you told it. 
Allow help from others if needed. 
Write the story on the board as they tell it. Emphasize spelling, 
capitals, and punctuation. 
Have one child read the story. (More than one if you wish.) 
Culmination 
Have the children copy the story. Exhort careful copying. 
(No worksheet) 
Phase I - Lesson IV 
Objective 
To give practice in writing words# phrases and sentences. 
Procedure 
Children will use their basic readers, notebooks and pencils. 
If they can give the word or words without referring to their 
readers, fine~ 
Call on individuals for answers. Write the answer on the board 
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and hav~ the children copy them in their notebooks. Some will 
require more discussion and elaboration than others. Note spell-
ing and punctuation. 
Words: 
Find a word that begins with ttf11 and means joke, sport 
or merriment. (fun) 
Find a word that begins with ttcn and ends with "e" and 
children like it. (cake) 
Find a word that begins with *'bl" and means the oppo-
site of white. 
Find a word that would describe a dog. (Various answers.) 
Find some words that would describe a little girl. 
Find some words that tell about the weather. 
Find some words that tell about a place. 
Find some words that tell what you would like to do. 
Sentences: 
Look for a sentence that tells about someone. 
Look for a sentence that tells what kirid of a day it is. 
Look for a sentence that tells where someone went. 
Can you find a sentence that tells what someone is doing? 
Find a sentence that tells about the size of something 
or someone. 
Find a sentence that tells about the color of something. 
If there is time# add similar questions. 
Culmination 
Review meanings of more difficult words, noting spelling. 
Review sentence· structure, capitalization, and punctuation. 
(Worksheet) 
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Worksheet - Phase I - Lesson IV 
Name: __________________________________ ___ Date: ________________ __ 
Using your readers, find all the words that begin with these 
letters. 
Think of the meanings as you write them. 
f ________________________________________________________ __ 
st--------------------------------------------------------------------
wh--------------------------------------------------------------------
fl ________________________________________________________ _ 
Find a sentence that tells what someone is doing. 
Find a sentence that tells where someone is going. 
Find a sentence that tells about the weather. 
Find sentences that you would like to write. 
\ 
Phase I - Lesson V 167 
Objective 
To prepare the children for independent dictation through coopera-
tive dictation. 
Procedure 
Use approach similar to that of working an experience chart. 
Using a topic such as the circus, Ice Capades, skating, playing 
in the snow, or enjoyment of new toys, ask the children to think 
of a sentence that would start a short story. Encourage use of 
exciting words. 
Use questions as; 
Who are the people involved? 
What does mean to you? 
When does this take place? 
Where does take place? 
What do you like best about this? 
As you receive three or four cooperative sentences that run in 
sequence, write them on the board. As you write, emphasize 
spelling and punctuation. 
Ask for suggestions on how to improve the story by adding or sub-
tracting words and phrases. 
Have one or two children read parts and/or the entire story, 
pausing at commas and at the ends of the sentences. 
Review the spelling of the more difficult words. 
Culmination 
Have the children copy the story. Allow them to illustrate it if 
they wish. 
(No worksheet) 
Encourage copying a short story or a poem from a book at home to 
bring into school. 
Phase II - Lesson I 
Objective 
To have the children write what they hear, encour.aging phonetic 
spelling. 
Procedure 
Bach child should have a pencil and lined paper. 
~xplain to the children that this is not a test. You are going 
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to say some words which they are to write. They are to write them 
as they sound. After you finish you will put the words on the 
board and allow each to correct his own paper. 
Pronounce the words carefully. You may use the word in a sentence 
if you wish. (In some cases it will be necessary for meaning.) 
Encourage both accuracy and speed. 
clock spend hush spell stone 
write white rude bathe rust 
flash twig pump came hope 
bite tube use fumes wore 
shop bless plump safe wide 
wine June tune sure cake 
take mush twin smoke slide 
whine mule have flag flame 
In going over the words, encourage those who wrote the wQrds as 
they heard them even if they did not spell them correctly •. 
Culmination 
Bx.: nstoantt for "stonen 
"rite" for "writett 
Have the children copy the words in their notebooks from the board 
which they had incorrect on their papers. 
(Worksheet) 
Worksheet - Phase II - Lesson I 
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Name: ____________________________________ Date: __________________ _ 
Look at each word and say it to yourself. 
Beside each word·write some words that begin with the same sounds. 
spend sp 
plump pl 
twin tw 
shop sh 
fla fl 
smoke sm 
stone st 
Now look at these words and try to think of as many words as you 
can that ~with the same sounds as each of these words. 
hope ope 
make ake 
write ite 
came ame 
wore ore 
Now look in your reader and see if you can find some more words 
that sound like these. 
Phase II - Lesson II 
Objective 
To stress sentences that give a complete picture by inserting 
color, size, and kind in the right position. 
Procedure 
Each child·should have his reader, pencil and lined paper. 
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Ask the children to find in their readers words that denote action. 
Call time in about three minutes. 
Check findings. Write the words on the board as they-are given. 
Stress the spelling of words that are difficult. Have the chil-
dren copy them. 
Now ask the children to find all the words that denote color. 
Call time in about three minutes. 
Check findings. Write words on the board as they are given. 
Stress the spelling of words that are difficult. 
Follow the same procedure for words that denote size and kind. 
Now ask the children if they can put some of these words together 
to give you a picture. 
Ex.: a big, red boat 
a long, dark night 
a huge, gray cloud 
a sandy, white beach, etc. 
After a few good reactions, ask them to thin~ of a complete 
sentence using some of the words. 
Ex.: The children were playing on 
the sandy, white beach. 
The busy mouse worked during 
the long, dark night. 
The big, fat, bright moon smiled 
on the dark, lonely town. 
Write some of the better ones on the board. 
Encourage colorful description and a sense of humor. 
\ 
Culmination 
Review parts of a complete sentence, punctuation, and spelling 
of difficult words. 
(Worksheet) 
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Worksheet - Phase II - Lesson II 
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Name: Date: 
-------------------------------------- ---------------------
Look in your readers and find words that mean ~ and color. 
Write the words in the correct.column. 
Color Size 
............... 
. 
Write two sentences using some of these words. 
Phase II - Lesson III 
Objective 
To develop vocabulary with the use of the basic reader, and at 
the same time to increase spelling power. 
Procedure 
Arrange the children in groups of three. 
173 
Bach child should have his basic reader, notebook and pencil. 
Clas~ discussion: Ask the children what words or groups of words 
Answers such as: 
they think of when you say the word, ~· 
a loud noise 
a beautiful song 
a happy laugh 
a shrill whistle, etc. should be given. 
If not, encourage with questions similar to the following: 
What do you hear when a jet plane goes by? 
What do you hear during recess? 
If you were taking a walk in the forest, what might you hear? 
What does the word, party, make you hear? 
*Encourage colorful answers. 
After questioning, have the children look through their books to 
find as many words as they can that suggest hearing. Have them 
copy the words in their notebooks. Allow children within groups 
to share findings. Exhort careful copying. 
Call time in about three or four minutes. 
r 
Make a quick check with groups to find out how many words were 
found. 
Write the words given on board and have children check spelling 
and add words that they did not find. 
Use the same procedure for words that suggest seeing, smelling, 
feeling, and tasting. 
Culmination 
Encourage thinking about colorful words when playing, traveling, 
having dinner, visiting friends, the library, etc. 
(Worksheet) 
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Worksheet - Phase- II - Les,son III 
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Name: Date: 
-------------------------------------- ---------------------
List all the groups of words you think of when you read the words 
~' ~' smell, taste and feel. 
Here are some: 
an exciting movie 
delightful aroma 
smouldering leaves 
chirping birds 
thrilling sensation 
growling dinosaur 
a dancing clothesline 
smooth hands 
groaning trains 
When you cannot think of any more, look for ideas in your readers. 
see hear 
- -
smell taste 
feel 
-
Phase II - Lesson IV 
Objective 
To prepare the children for independent dictation. 
Procedure 
Read this story to the children. 
A little, brown puppy followed Bob home from 
school one day. He made friends with Bob's big, 
black, shaggy dog, Itso. After a few days, the big, 
black, shaggy dog and the little brown puppy were 
playing and having fun. They ate together and slept 
together. "I guess we shall have to keep him,tt said 
Bob. "Let's name him Poochie." 
Ask individuals to tell the story in sequence. 
Allow help from others if needed. 
Write the story on the board as it is told. 
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I 
II 
Discuss punctuation, capitals, complete sentences, descriptive words •'i 
I 
Ask for suggestions that would make the story more interesting. 
Was Poochie a sad puppy or a happy puppy? 
\~ich dog ate the most food? 
Why did Bob want to keep the· puppy? 
How do you think Itso felt the day Bob brought 
Poochie into tlie house? 
Would you like to give the puppy and/or the dog a 
different name? 
Make the suggested changes on the board. (if any) 
Discuss possible changes in punctuation. 
Culmination 
Have the children copy the story. Exh~rt careful copying. 
(No worksheet) 
Phase II - Lesson V 
Objective 
To prepare the children for dictation through guided dictation. 
Procedure 
Write this poem on the board. 
!I 
WHO HAS SEEN THE WIND? 
Who has seen the wind? 
Neither I nor you; 
But when the leaves hang trempling 
The wind is passing thro'. 
Who has seen the wind? 
Neither you nor I; 
But when the trees bow down their heads 
The wind is passing by. 
--Christina G. Rossetti 
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Discuss sequence, capitalization, punctuation, word meaning, and 
spelling. 
Note the words that rhyme. 
A1low children to talk about the wind. 
After discussion, erase poem from the board. 
Dictate the poem to the children. Have them write as you dictate. 
After the children have written the poem, call on individuals to 
go to the board. Have one write the first line. You dictate it. 
Correct mistakes. Have children correct mistakes on their papers. 
Continue same procedure for the rest of the poem. 
Culmination 
Review difficult words. Have children illustrate if they wish. 
(Worksheet) 
!/Barbara P. Geismer and antoinette B. Suter, Very Young Verses, 
Houghton Mifflin Company, Boston, 1945, p. 163. 
Worksheet - Phase II - Lesson V 
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Name: ____________________________________ Date: __________________ _ 
Look at these words. Do one at a time. Say the word to yourself. 
Write all the words that rhyme with each word. Some words rhyme 
with other words but are not spelled the same. You may use names 
of people and places. 
light might kite flight height fight sight site 
wings 
sk 
little 
boat 
train 
time 
sit 
not 
would 
sin 
down 
doll 
Now look in your readers and find some more words that rhyme wi'th 
these words. 
If you have time, write some words that rhyme on the back of this 
paper. 
Phase II - Lesson VI 
Objective 
To have the children write what they hear, encouraging phonetic 
spelling. 
Procedure 
Each child should have a pencil and lined paper. 
Explain to the children that this is not a test. You are going 
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to say some words which they are to write. They are to write them 
as they sound. After you finish you will put the words on the 
board and allow each to correct his own paper. 
Pronounce the words carefully. You may use the word in a sentence 
if you wish. In some cases it will be necessary for meaning. 
courage both accuracy and speed. 
not but get sit man 
boat train time like found 
fall hat den do rib 
tag nut kept pretty little 
will doll sing come what 
where sister toy one would 
after happy very good soon 
down much those say show 
Write the words on the board pronouncing the words as you do. 
Allow the ~hildren to correct their papers. 
Make a quick check to see how they did. 
In going over the words, encourage those who wrote the words as 
they heard them even if they did not spell them correctly. 
Culmination 
En-
Have the children copy the words in their notebooks from the board 
which they had incorrect on their papers. 
(Worksheet) 
Worksheet - Phase II - Lesson VI Name; 
---------------------------
Here are words that help you hear sounds. Say each word to yourself.: 
rattle splash whistle 
1. Can you think of some things that rattle? 
Write the word rattle in a sentence. 
2. You can hear the buzz of the bumblebee. 
Write the word buzz in a sentence. 
3. A stone makes a splash in the water. 
Write the word splash in a sentence. 
4. The roar of the wind sounded through the pine trees. 
Think of other things that roar. 
Write the word roar in a sentence. 
5. Can you think of anything that whistles? 
Write the word whistle in a sentence. 
6. The rustle of the leaves made a rattling sound. 
Write a sentence with the word rustle in it. 
Write these sound words: 
bang clank 
crackle tap 
drip pop 
rustle 
If you have time, write these words in a sentence on the back of 
your paper. 
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Phase II - Lesson VII (You may like to spend two days 
on this lesson.) 
Objective 
To develop vocabulary with the use of the basic reader, and at 
the same time to increase spelling power. 
Procedure 
Each child should have a pencil, paper and basic reader. 
Arrange the children in groups of three. 
Tell them that they are to talk about ideas or groups of words 
they think of that see or view suggests. Have them write if you 
wish. Use basic readers for 1deas. 
Allow about three minutes for discussion. 
Call for ideas from each group. Write the best ones on the board. 
Have the children copy them in their notebooks. 
If the reactions are not too good, give them a few ideas as: 
a lazy day 
a unique object 
actions of people and animals 
an exciting painting 
a funny picture 
Encourage the use of colorful words, and use of similes. 
Use the same procedure for the following: 
Ideas that come from smelling 
aroma of freshly-baked cookies 
stench of smoke on a windy day 
spring air 
sweet meadow grass on a warm day 
perfume that reminds one of a beautiful princess 
Ideas that come from tasting 
pretty bon bons like ladies at a ball 
pumpkin who happily sat on a fence 
eating cotton candy while riding on the ferris wheel 
The soda popped as if it could hardly wait to get out of the bottle. 
Ideas that come from hearing 
lilting music that reminds one of dancing fairies 
children's laughter at play 
heavenly organ music 
sounds loud and then soft like the roaring of the ocean 
and the rippling of the waves 
Ideas that come from feeling 
soft and gentle as lambs' wool 
sweet and cuddly as a tiny baby 
as cold as the frosty air 
happy as a meadow lark 
Do not be discouraged if the reactions are not too good. 
A few good ideas in each category will be a good start. 
Culmination 
Encourage thinking about colorful ideas. 
Perhaps they could look up some in books they have at home. 
(Worksheet) 
Worksheet - Phase II - Lesson VII Name: 
-----------------------
Look in your readers and find ideas that are like these. Copy them. 
Ideas that come from seeing 
clouds that look like shepherds with their sheep 
splashes of color in the green meadow 
bright,. gay garden of flowers 
Ideas that come £rom smelling 
musty odor of an old barn 
flavor of stew on a wintry day 
gun smoke 
Ideas that come from tasting 
sizzling like steak on a charcoal broiler 
mud pies that looked delicious enough to eat 
hotdogs flavored with sand 
Ideas that come from hearing 
boisterous jet 
rollicking feet 
happy, lilting hearts 
clicking heels 
Ideas that come from feeling 
as prickly as a porcupine's quills 
hard and cold as the Sphinx 
mushy as mud 
warm as toast 
'I 
I 
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Write some sentences on the back of this paper using some of these ide1as. 
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Phase II - Lesson VIII 
Objective 
To give the children practice in writing complete sentences. 
Procedure 
Children should have pencils and lined paper. 
Tell the children you are going to give them some sentences. They 
are short sentences, and they are going to help you make the sen-
tences grow. 
Write on the board.--Jim broke his arm. 
Ask, "When did Jim break his arm?" 
Have individuals answer in complete sentences. 
Jim broke his arm last week. 
Jim broke his arm on vacation. 
You may receive answers which will answer where. Tell them that 
you will save those answers for now. 
After a few good answers, as~ ttWhere was Jim when he broke his 
arm?" 
Add the answers to the sentences already given. Have the children 
give the complete sentence. 
Jim broke his arm last week in the playground. 
Jim broke his arm on vacation at the beach. 
Ask questions: ttWhy did he break his arm?" or "How did he break 
his arm?tt 
Add the answers to the sentences on the board. 
Using the sentences on the board, ask the questions: 
~ hurt himself? 
What happened to Jim? 
When did it happen? 
Where did it happen? 
Why did it happen? 
Discuss using sentences that tell a complete story. 
Use same procedure with the following sentences: 
The clouds burst. 
Mary was in a play. 
Bobbie broke his bicycle. 
Tom bought a yellow cap. 
The lion growled. 
Culmination 
Have the children look in their readers to find sentences that 
tell a complete story. Have them copy them in their notebooks. 
(No worksheet) 
Phase II - Lesson IX 
Objective 
To introduce comparison as a method of description. 
Procedure 
Arrange the children in groups of three. 
Bach should have a pencil and lined paper. 
Discussion with the class: 
What do you think of when I say so£t? (snow, blankets, 
feathers, etc.) 
Now can you tell me what it is as soft as? 
snow as soft as feathers 
blankets as soft as lambs' wool 
feathers as soft as air 
etc. 
Now have the groups share ideas on things that are as soft as 
something else. 
Give them about three minutes. 
Call time and ask for ideas. Write good ones on the board. 
Have the children copy them. 
Using same procedure, use ~ of the following similes: 
as bright as as short as 
as cold as as haEEX as 
as drowsy as as sli]2]2ery as 
as quiet as as gentle as 
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If the reactions are not too good, give them some of the following 
to give them the idea: 
as quiet as a fluttering leaf 
as drowsy as the end of the day 
as slippery as glass 
as quiet as growing gr·ass 
as happy as a bird 
as slowly as a cloud 
as thick as smoke 
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as gentle as a soft cloud 
as soft as a furry kitten as quick as a flash of lightning 
Using the similes you have wiitten on the board, ask the children 
to think of a complete sentence using one (or more) of the similes. 
You will do well to get two or three good sentences. 
Write them on th.e board. Note capitalization, punctuation and 
spelling. 
Culmination 
Have the children copy the ideas and the sentences that they like 
in their-notebooks. Exhort careful copying. 
(Worksheet) 
Worksheet - Phase II - Lesson IX 
Name: Date: 
------------------------------------- ---------------------
Write about some things you would like to do. You may look in 
your readers for ideas and w0rds. 
Write about something you would like to be. You may loek in your 
readers for ideas and words. 
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Phase II - Lesson X 
Memo 
-
You may need the time today to have the children finish some of 
the previous work that has been left unfinished. If so, use it 
for such. 
If the work has been completed but you feel they did not do too 
well on any one of the lessons, review that lesson today. 
If the work has been completed, you may use the following for 
dictation. Go over the words that you·feel may be too difficult 
for them before you dictate. (You may write these on the board 
and have the children copy one of their choice.) 
Use one or both of the following: 
y 
MIX A PANCAKE 
Mix a pancake, 
Stir a pancake, 
Pop it in the pan; 
Fry the pane ake, 
Toss the pancake --
Catch it if you can. 
--Christina Rossetti 
if 
A KITE 
I often sit and wish that I 
Could be a kite up in the sky, 
And ride upon the breeze and go 
Whichever way I chanced to blow. 
--Author Unknown 
!7chr.istina Rossetti, ''Mix a Pancake," Sing-Song, The Macmillan 
Company, New York, 1924, p. 36. 
~Geismer, op. cit., p. 162. 
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PHASE III 
The following ten lessons are presented with the purpose 
of the continuing development of the basic language skills 
which will serve as a basic foundation for Phase IV. 
It is to pe noted that in some cases, according to the 
maturity of your ch~ldren, the lessons will need a little more 
time than an ordinary ianguage lesson. Ex.: Grouping--The 
first lesson in which you group may take a little more time 
for explanation and direction. After the first one, however, 
the children should be arranged within groups in a few seconds. 
HELPFUL HINTS 
1. Please do not be discouraged if your entire class does not 
respond as completely as you would like for each lesson. 
2. Keep in mind that each child differs in his ability to think 
and again in his ability to put his thoughts on paper. 
3. If each child in your class shows some improvement as a re-
sult of these lessons, the experiment will have been suc-
cessful. 
4. Remember at all times that each child needs much encourage-
ment. 
5. The worksheets for this phase are lesser in number because 
the lessons in themselves require more time. 
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6. Included in this group are some poems which may encourage 
colorful thinking if read during "leisure" moments of the 
day. 
7. Encourage much extra reading on the part of the children. 
8. Encouragement on your part may bring much interest in 
writing at times other than in school. 
Bx.: A corner or space in the classroom for the 
display of "Our Own Stories." 
9. Encourage the children to illustrate their stories. This 
often makes th'em more interesting both for the writer and 
the reader. 
10. Some of the following lessons have been planned for groups, 
and others for the entire class and individual work in order 
to give variety in writing. 
11. If you have found that some children have not done well in 
some of the lessons and/or worksheets, give them some extra 
work in the difficult area. 
Phase III - Lesson I 
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Objective 
To have the children write what they hear, encouraging phonetic 
spelling. 
Procedure 
Each child should have a pencil and lined paper. 
Explain to the children that this is not a test. You are going to 
say some words which they are to write. They are to write them as 
they sound. After you finish you will allow each child to correct 
his own paper. 
Pronounce the words carefully. You may use the word in a sentence 
if you wish. In some cases it will be necessary for meaning. .En-
courage both accuracy and speed. 
those jump mouth kept good 
soon afternoon third toy not 
sister show hit 
,. 
shoot come 
little happy grandmother each one 
.. tra~n will what bite stood 
tiine would very because class 
sit boat doll after study 
show get pretty much can't 
flower like down say 
while sing but found 
Call on individuals to spell the words. Either you write the 
words on the board as they are spelled, or have the children write 
them on the board. Allow the children to correct their papers. 
Make a qu~ck check of results. In going over the words, encourage 
those who wrote the words as they heard them even if they did not 
spell them correctly. 
Culmination 
Have the children copy the words which they had incorrect in their 
notebooks. 
(Worksheet) 
Worksheet - Phase III - Lesson I 
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Name: Date: 
-------------------
Write some sentences using these words. Use as many of these words 
in each sentence as you wish. Use some of your own words too. Try 
to write sentences that tell something exciting about someone or 
something. 
those sister soon what after 
little happy grandmother flowers mouth 
third hit boat game pretty 
each class found doll very 
train show toy kept stood 
shoot jump afternoon because study 
through brought dark darker darkest 
while doesn't night laugh apple 
Now look in your readers. Find some sentences with some of the 
words in them. Copy the sentences on the back of this paper. 
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Phase III - Lesson II 
Objective 
To prepare the children for independent writing through conversa-
tion, sharing ideas, and cooperative dictation. 
Procedure 
Arrange the children in heterogeneous groups of five. 
Appoint one leader for each group and one recerder for each group. 
The recorder should have a pencil and three pieces of lined paper. 
Explain to the children that you are going to allow them to con-
verse with each other for a few minutes about their own experi-
ences. Discuss the rules of good conversation with the class. 
1. The leader should make sure that each one in the group 
receives an opportunity to share his ideas. 
2. Do not talk too long so that each one will have an equal 
share of the time. 
3. Listen carefully as each one speaks; then they will 
listen to you. 
4. Talk about ideas that are interesting to each one in the 
group. 
5. Speak plainly and clearly so that you will keep the in-
terest of those who are listening. 
**Point out the fact that there is more than one group in t4e 
classroom so that each group will speak as softly as possible. 
Give them about five to seven minutes for conversation. Call time~ 
Next tell each group that they are going to help the recorder list 
all the people or things they talked about. List only those ideas 
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that tell "Who." Allow about two or three minutes. Call time! 
In the same manner have each recorder, with the help of each one 
in the group, list ideas about 11~fuattt the people did. Allow 
about two or three minutes. Call timet 
Next have them list "When" the incident took place. 
~low about two or three minutes. 
Follow the same procedure for uWhere" and "Why. n 
After each recorder has listed the ideas under each category, the 
group will put them together to make a story. Point out that they 
are going to note the categories--1~o, ~~ ~' Where and Why. 
Encourage the use of colorful descriptions and ideas. 
The recorder will write the story as it is dictated by individuals 
in the group. If the spelling of some words is questioned, tell 
them to write the words as they think they should be spelled. 
Encourage complete sentences, sequence. 
Culmination 
When the group stories are finished, have each leader read his 
group's story to the class. Give due praise, and correction 
where needed. 
(No worksheet) 
If individuals have time later on, encourage the use of the group 
ideas to write stories of their own. Encourage story illustra-
tions. Display as many as possible. Some children may like to 
copy some of the ideas in their notebooks to use for reference 
later on. 
'I 
I 
'•I 
i\ 
I 
I• 
I 
Phase III - Lesson III 
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Objective 
To prepare the children far independent writing through discussion, 
sharing ideas, and cooperative dictation. 
Procedure 
Arrange the children in heterogeneous groups of five. (May be the 
same groups as for yesterday's lessons, or different, if you wish.} 
Appoint one leader for each group and one recorder for each group. 
Choose children who did not act as leaders or recorders yesterday. 
Bach recorder should have a pencil and three pieces of lined paper. 
Explain to the children that today they are going to do something 
similar to what they did yesterday. Today th~y are going to have 
a discussion. Explain the difference between conversation and 
discussion. 
Review the rules for good conversation. 
Note that the rules for discussion are the same with one addition. 
--They must talk about one topic. Point out to the leaders that 
if one (or more) in the group tells something that doesn't apply 
to the topic being discussed, they must give reminders to their 
groups. 
Write a list of topics on the board. (You may speak about them 
rather than write.) 
A television program that each one in the group has viewed. 
A movie that each one in the group has seen. 
A sport in which each one in the group is interested or in 
which they participate. 
A show such as the Ice Capades, Circus, Rodeo, or an opera 
or a play that each one has seen. 
Tell each group that they may choose a topic of interest to them 
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to discuss. 
**This will take guidance on your part so that they will not spend 
too much time deciding on a topic. 
Follow the same procedure as you did in yesterday's lesson. 
Allow five to seven minutes for discussion. 
Then have the recorders list their group's ideas under the cate-
gories of Who, !!'!!.!!' ~, Where and Why. 
You do not have to give a specific amount of time for each cate-
gory. Allow each group to work at their awn pace. Encourage 
speed. 
Encourage the use of colorful descriptions and ideas. 
The recorder will write the story as it is dictated by individuals 
in the group. If the spelling of some words is questioned, tell 
them to write the words as they think they should be spelled. 
Encourage complete sentences, and sequence. 
Culmination 
When the group stories are £inished, have each leader read his 
'· 
group's story to the class. Give due praise, and correction where 
needed. 
(No worksheet) 
If individuals have time later on, encourage the use of group ideas 
to write stories of their own. Encourage story illustrations. 
Some children may like to copy some of the ideas in their notebooks 
to use for reference later on. 
**Ask the children to bring in pictures of people for tomorrow's 
lesson. They may be pictures of men, women and/or children. 
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Phase III - Lesson IV 
Objective 
To prepare the children for independent writing through guidance 
and direction in describing a person. 
Procedure 
Arrange the children in heterogeneous groups of five. 
Bach child should have a pencil and two pieces of lined paper. 
Have the children view the pictures of people that they brought 
in. If some forgot to bring a picture, allow others to share theirs. '1 
I' 
Class discussion with the teacher: 
Possibly: Size and height -- tall and thin short and stout 
tall and stout short and thin ,, 
tall and willowy average height and we~ght 
Type petite 
awkward 
happy 
grumpy 
talkative 
graceful 
easy going 
sad 
quiet 
silly 
Point out that many things about a person strike you at 
once. Usually they are the outstanding qualities of 
the person. 
Continue discussing: 
Man, woman, boy, girl, baby 
Age level 
Type and color of hair 
Distinguishing feature, as size of n9se, etc. 
Complexion 
Size and color of eyes 
Grooming 
Type and color of clothes 
Manner of walking 
Manner of speech 
Type of work the person is doing or in which he 
is employed. 
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After class discussion~ allow the children a few minutes to dis-
cuss the description of people in groups. Encourage them to use 
the pictures to help them in describing. 
After a few minutes of group discussion~ have each child list all 
the ideas that he can think of to use in describing a person of 
his choice. 
Allow children within the group to help e~ch other if needed. 
After ideas are listed~ have each child write a description of a 
person. Encourage colorful words~ humor~ completeness~ so that 
when one is read~ the persons listening will be able to perfectly 
visualize the person being described. 
After the descriptions are written, have the children within the 
groups read theirs to each other. Allow them to choose the best 
description in the group, and discuss why they were chosen. 
Culmination 
Have the best descriptions in the group read to the class. 
Encourage illustrations--display as many as possible. 
(Worksheet) This worksheet may be used after this lesson~ or 
after tomorrow's lesson. If you prefer~ you may 
save it for a later date. Use your own discretion. 
**Ask the children to bring in pictures of places for tomorrow's 
lesson. They may be in any season. They may be either city or 
rural places. Tell them to choose a picture that is attractive 
to them. 
Worksheet - Phase III - Lesson IV 
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Name: ____________________________________ Date: __________________ _ 
Make believe that you are looking for someone. This person may be 
a man, woman, little girl or boy, or a baby. Describe this person 
so that anyone who reads it would know this person right away. 
List your ideas first so that you will not forget anything. 
Size and age and 'type : 
Is this person a happy or sad person? 
Color of hair: Long or short: 
Color of skin: Size and color of eyes: 
Type ~d color of clothes: 
Manner of walking: 
Manner of speech: 
What might this person be doing? 
Now put these ideas together and write a description about this 
person. 
You may use the back of this paper if you do not have enough room 
to finish on this side. 
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Phase III - Lesson V 
Objective 
To prepare the children for independent writing through guidance 
and direction in describing a place. 
Procedure 
Arrange the children in heterogeneous groups of five. 
Bach child should have a pencil and two pieces of lined paper. 
Have the children view the pictures of places that they brought 
in. If some forgot to bring a picture, allow others to share 
theirs. 
Call on individuals to describe their pictures. (two or three) 
Encourage colorful description as: 
The dreary, tired sky ••• 
The bright, white, happy-looking house ••• 
Budding trees bursting with joy ••• 
The gravel walk that sparkled after the rain • • • 
An old gray building that seemed to be weary of living • 
Gayly colored birds chirping in the trees • • • 
Flowers swaying with the breeze ••• 
If the reactions are not enthusiastic, question: 
How do the trees make you feel? 
Is it a bright or dark day? How bright? How dark? 
Do happy people live in the· house? 
Do busy people work in the building? 
Are they happy with their work? 
Do the trees and flowers add to the scene? Why? 
• • 
Is this a place where you would like to be? Live? Visit? Why? 
As you receive the answers, tell the children to apply these 
descriptions to the place they are describing. 
After the class discussion, allow the children a few minutes to 
discuss the pictures within their groups. Explain that the 
description should be so exciting or colorful that when someone 
reads it, he will want to visit. 
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After a few minutes of group discussion, have each child list all 
the ideas that he can think of to use in describing a place of 
his choice. 
Allow children within the group to help each other if needed. 
After ideas are listed, have each child write a description of a 
place. Encourage colorful words, humor, completeness, so that 
when one is read, the persons listening (or reading) will be able 
to perfectly visualize the place being described. 
After the descriptions are written, have the children within the 
groups read theirs to each other. Allow them to choose the best 
description in the group. Have the choice of each group read 
aloud to the class. 
Culmination 
Give praise where due, and suggestions to those who need them. 
Encourage those who may be interested to illustrate their written 
descriptions. Display as many as possible. 
(No worlt.sheet) 
Phase III - Lesson VI 
Objective 
To prepare the children for independent writing through guidance 
and direction in finishing an unfinished story. 
Procedure 
Arrange the children in heterogeneous groups of five. 
Each child should have a pencil and two pieces of lined paper. 
Class discussion with the teacher: 
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Tell the children that you are going to read the beginning 
of a story. They are to listen carefully and try to picture 
the story as you read it. 
Read with expression: 
It was a Sunday afternoon. The family had 
just finished the delicious dinner that mother 
had cooked. Dad decided to sit by the fireplace 
and read one of his favorite magazines. Mother 
was still puttering around in the kitchen, and Baby 
Maura was tucked in for her afternoon nap. Bob was 
a bit restless for it was a rainy day, and he wasn't 
sure just what he would like to do. All of a sudden 
he decided to look around in the attic for something 
exciting to do. As he climbed the stairs, he could 
hear the rain dancing on the roof. It seemed to be 
telling him that there was fun in store for him. 
Now tell the children that you are going to let each group discuss 
what Bob found in the attic, and what he decided to do. 
Encourage colorful descriptions. (Refer to descriptions of persons 
and places in two previous lessons) 
Allow about five to seven minutes for discussion. 
Now tell them that they are to use one paper for ideas, and the 
other to write the en~ of the story. (Listing ideas may be 
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helpful for some children to help with sequence. For other chil-
dren, it may be better to allow them to write the story as they 
think about it. Use your own discretion.) 
When they have finished the stories, have some individuals read 
theirs. 
Have the class proofread to check spelling, capitalization, and 
punctuation. This can be done on their own time. They can refer 
to readers and notebooks for spelling. 
If you have time, check individuals on spelling, capitalization, 
punctuation, and sequence. 
Culmination 
Encourage those who had exciting stories, and those who wish, 
to copy their stories and illustrate them for display. Display 
as many as possible. 
(Worksheet) 
Worksheet - Phase III .- Lesson VI 
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Name: ~ate: 
---------------------
Here are some groups of words. Would you please add some ideas of 
your own to make some exciting sentences? 
1. The boat swayed as 
2. The tired little boy 
3. The wind was howling through the trees and 
· 4. There was a hissing sound and all of a sudden 
5. I shouted for joy when 
Phase III - Lesson VII 
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Objective 
To prepare the children for independent writing through guidance 
in writing words, phrases and complete sentences. 
Procedure 
Bach chiid should have his reader, pencil and lined paper. 
Ask the children to find in their readers words that suggest color. 
They may be single words or groups of words. (If you have supple-
mentary readers, their use may make it more interesting.) Have 
them copy their findings. 
Call time in about three minutes. Check findings. Write some of 
the words on the board as the children read them. 
Stress the spelling of the words that are difficult. 
Follow the same procedure fdr: 
Words or groups of words that denote size. 
Words or groups of words that denote kind. 
Words or groups of words that denote action. 
Now ask the children if they can put some of these words together 
to make a complete sentence. Suggest the use of other words with 
them to make the sentences more interesting. Give them about five 
minutes. 
Ask to have some of the sentences read to the class. Write them 
on the board. 
Stress capitals, punctuation, spelling and complete sentences. 
Culmination 
Have the children copy at least two or three sentences from the 
board into their notebooks. 
('Worksheet) 
Worksheet - Phase III - Lesson VII 
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Name: Date: 
------------------------------------ --------------------
Would you please look in your readers or another book and find a 
story that you would like to read? After you have read the story, 
answer these questions. Be sure that you write complete sentences. 
1. Write a sentence telling about the people in the story. 
2. What were the people doing? 
3. When did this story take place? 
4. Where did the story take place? 
5. Will you write a sentence telling why something happened in 
the story~ 
Would you like to write a story of your o~ on the back of this paper~ 
Phase III - Lesson VIII 
Objective 
To prepare the children for independent writing through guidance 
and direction in filling in missing parts of a story. 
Procedure 
Arrange the children in heterogeneous groups of five. 
Bach child should have a pencil, lined paper, and a copy of the 
story. 
Have each child read the story with the missing parts. 
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Have the groups discuss their ideas on filling in the missing 
parts to make the story both exciting and interesting. Tell 
them they can decide on a group title or a title of their own. 
Allow about five to seven minutes for discussion. 
Now have each child list the ideas that he would like to include 
in the story. 
Allow about three or four minutes. 
Ask a few individuals to tell about their ideas. (This may help 
to incite ideas in those children who are not too imaginative.) 
After listening to individual ideas, tell the children that you 
would like them to fill in the missing parts of the story and to 
write a title. 
When the stories are finished, have individuals within each group 
read their stories to each other. Allow each group to c.hoose the 
best one in the group. Have the most interesting story in each 
group read to the class. 
Culmination 
Encourage those who had interesting stories, and those who like 
their stories to proofread them and copy them on good paper for 
display. Encoura.ge story illustrations to make them more inter-
esting. Display as many as possible. 
(No worksheet) 
Story - Phase III - Lesson VIII 
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Name=-------------------------------------- Date: __________________ __ 
The sun was shining brightly, its rays casting a shimmering 
light on the trees, and the world was warm and friendly as we 
started off in our space ship for. a weekend trip to • 
--------------
The earth seemed to look smaller and·smaller as we 
----------------------------------------------------------------------· 
It was exciting to listen to 
----------------------------------------------------------------------· 
The ship twirled and twirled ·-------------------------------------
When we landed on 
-----------
the 
------------------------ people 
We had a wonderful time 
----------------------------------------------------------------------· 
When it was time to leave 
----------------------------------------------------------------------· 
I will never forget 
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M~O 
The following pages are included to encourage the teacher 
. . 
to read poetry and short stories to the children. This is but 
a small sample of what should be read to the children during the 
year for their enjoyment. Read them with expression and drama. 
If the children enjoy the first reading, read them again. As you 
come upon words that are difficult to understand, stop and talk 
about their meanings. 
In poetry, as in music, some children like certain selections 
better than others. Please make this clear to the children, so 
that they will truthfully give you their reactions when you are 
discussing the poems. 
Do not have the children memorize these poems; however, if 
the interest is strong in one or two, use your own discretion. 
Encourage the children to read poetry outside of school 
hours. Perhaps some children may like to write some short poems 
of their own. 
!I 
APRIL RAIN SONG 
Let the rain kiss you. 
Let the rain beat upon your head with silver 
liquid drops. 
Let the rain sing you a lullaby. 
The rain makes still pools on the sidewalk. 
The rain makes running pools in the gutter. 
The rain plays a little sleep-song on our roof 
at night. 
And I love the rain. 
--Langston Hughes 
GRAND OLD DUKBY 
The grand Old Duke of York 
He had ten thousand men, 
He marched them up a very high hill 
And he marched them down again. 
And when he was up he was up 
And men he was down he was down 
And when he was only half way up 
He was neither up nor down. 
--Mother Goose 
Jog on, jog on, the footpath way, 
And merrily hent the stile-a: 
And merry heart goes all the say, 
Your sad tires in a mile-a. 
y 
--William Shakespeare 
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!/May Hill Arbuthnot, Children and Books, Scott Foresman and Co., 
u.s.A., 1957, p. 197. 
a/.Ibid., p. 211. Y!--oc. cit. 
y~., p. 211. 
'Y,Loc. cit. 
y 
BLOW WIND 
Blow wind, blow, and go mill, go, 
That the miller may grind his corn; 
That the baker may take it, 
And into bread bake it, · 
And bring us a loaf in the morn. 
--Mother Goose 
.ALAS, ALACK~ 
Ann, Ann~ 
Come~ quick as you can~ 
There's a fish that talks 
In the frying pan. 
Out of the fat, 
As clear as glass, 
He put up his mouth 
And moaned n.Alas!tt 
Oh, most mournful, 
"Al.as, alack~" 
Then tuined to liis sizzling 
And sank him back. 
--Walter de la Mare 
y 
JOE 
We feed the birds in winter, 
And outside in the snow 
We have a tray of many seeds 
For many birds of many breeds 
And one gray squirrel named Joe. 
But Joe comes early, 
Joe comes late, 
And all the birds 
Must stand and wait. 
And waiting there for Joe to go 
Is pretty cold work in the snow. 
--David McCord 
Y,Ibid., p. 125. 
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y 
LAUGHING TIMB 
"I like this book," said the King of Hearts. 
ttit makes me laugh the way it startst" 
"I like it also," said his Mother. 
So they sat down and read it to each other. 
It was laughing time, and the tall Giraffe 
Lifted his head and began to laugh: 
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Ha~ Ha~ Ha! Ha~ I' (This is a good one to use 
for choral speaking. After 
reading it once or twice And the Chimpanzee on the ginkgo tree 
Swung merrily down with a Tee Hee Hee:. 
Hee! Hee~ Heet Hee~ 
ttit's certainly not against the Law!" 
Croaked Justice Crow with a loud guffaw: 
Haw! Haw! 
The dancing Bear who could never say uNo" 
Waltzed up and down on the tip of his toe: 
Ho! Hot Hot Hot 
The Donkey daintily took his paw, 
And around they went: Hee-Hawt Hee-Hawt 
The moon had to smile as it started to climb; 
All over the world it was laughing time! 
Hot 
Hee! 
Ho! 
Hee! 
Ho! Hot Hee-Haw! Hee-Haw! 
Heet Hee! Hat Ha! Ha! Ha~ 
for the children's enjoy-
ment, you read the narrative 
and allow the children to 
come in with the laughing 
choruses.) 
Hee-Haw~ 
--William Jay Smith 
Yibid., p. 126. 
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Picture Rhymes from 
Foreign Lands 
HUSKY HI 
Husky hi, husky hi, 
Here comes Keery galloping by, 
She carries her husband tied in a sack, 
She carries him home on her horse's back. 
Husky hi, husky hi, 
If you read this g1v1ng much 
expression to the husky hi,~nd 
at the end gradually diminishin~ 
the tone in your voice as you 
say galloping by, the children 
will enjoy it much more. 
Here comes Keery galloping by~ 
Galloping by~ Galloping by~ 
It is fun to have a "Keery" - a 
horse, and her husband to panto-
mime it as the children say it. ,, 
!7Ibid., p. 121. 
Y,Loc. cit. 
--Rose Fyleman 
y 
NOTICE 
I have a dog, 
I had a cat. 
I've got a frog 
Inside my hat. 
--David McCord 
y 
THIS IS MY ROCK 
This is my rock, 
And liere I run 
To steal the secret of the sun; 
This is my rock, 
And here come I 
Before the night has swept the sky; 
This is my rock, 
This is the place 
I meet the evening face to face. 
--David McCord 
~Ibid., p. 125. 
i/Ibid., p. 122. 
y 
THE POTATOES' DANCE 
"Down cellar," said the cricket, 
ttoown cellar,tt said the cricket, 
"Down cellar,u said the cricket, 
"I saw a ball last night, 
In honor of a lady, 
In honor of a lady, 
Whose wings were pearly white. 
The breath of bitter weather, 
The breath of bitter weather, 
The breath of bitter weather, 
Had smashed the cellar pane. 
'We entertained a drift of leaves, 
We entertained a drift of leaves, 
We entertained a drift of leaves, 
And then of snow and rain. 
But we were dressed for winter, 
But we were dressed for winter, 
But we were dressed for winter, 
And loved to hear it blow 
In honor of the lady, 
In honor of the lady, 
In honor of the lady, 
Who makes potatoes grow, 
Our guest the Irish lady, 
The tiny Irish lady, 
The airy Irish lady, 
Who makes potatoes grow." 
--Vachel Lindsay 
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Phase III - Lesson IX 
Objective 
To prepare the children for independent writing through guidance 
and direction in using a beginning sentence to write a story. 
Procedure 
Arrange the children in heterogeneous groups of five. 
Appoint a leader and a recorder for each group. If you wish~ you 
may allow the children to make the appointments. 
Each child should have a pencil and lined paper. The recorder 
should have extra paper. Leave extra paper with each group in 
case it is needed. 
Read this sentence and write it on the board: 
We could feel the chill of the wind as we groped 
our way through the darkness. 
Class discussion: (This should only be a few minutes to give the 
children a start.) 
Question: n!!!.2, was groping their way?tt 
Write some on the board. 
Do the same with: 
What happened? 
~ did this happen? 
Where did it happen? 
Why did it happen? 
~ did it happen? 
Explain to the leaders that they are to do with their groups just 
exactly what you did with the class. The recorder is to write the 
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ideas the group give him under the categories of Who, What, When, 
---
Where, Why and !:!2!£. 
Allow about ten minutes for the above. 
Now tell them that each one is to write his own story. He may 
refer to the list of ideas that were given in the group, and he 
may use his o~ ideas. The beginning sentence may be changed if 
it is so wished. 
Encourage the use of colorful description and an exciting theme. 
Point out the fact that it is important they be conscious of se-
quence. 
(The reason for the ideas under the categories of Who, What, .~, 
Where, Why and !!2!!,.) 
Culmination 
Encourage thought about the story. Tell them to reread it and 
think about it later in the day. Perhaps they would like to make 
changes in it to make it more interesting and more exciting. 
(No worksheet) 
Phase III - Lesson X 
Give the children the time to work on yesterday's stories. 
Have them proofread. Emphasize capitalization, punctuation, spell-
ing, and sequence. 
Have them rewrite their stories and illustrate them if they wish. 
Motivate by displaying as many of them as is possible. 
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MEMO: 
For Lessons VII and VIII you will need a record and a record machine. 
Choose recordings that have a lilting type of music, such as the 
compositions used in the kindergarten and first grades for rhythms 
and bodily responses. A selection or two from the following list 
would be excellent if the children are not familiar with them. Use 
your own discretion in the choice. 
y 
Grade 3 - Recordings to be used to Stimulate Thoughts and Ideas 
Carnival of the Animals-Saint-Saens, RCA Victor 
Dancing Doll-Poldini, Musical Sound Books 
Danse Macabre-Saint-Saens, RCA Victor 
Dance of the Gnomes-Liszt, Listening Program# Vol. 6, RCA Victor 
Mother Goose Suite-Ravel, Musical Sound Books 
March of the Little Lead Soldiers-Pierne, Listening Program, 
Vol. 1, RCA V1ctor 
Funeral March of a Marionette-Gounod, RCA Victor 
Witches Dance-MacDowell, Listening Program, Vol. 5, RCA Victor 
Mosquito Dance-White, RCA Victor 
Scheherezade-Part IV-The Sea and Sinbad's Ship-Rimsky Korsakov, 
RCA Victor 
Dance of the Chinese Dolls-Rebikoff, RCA Victor 
Hunt in the Black Forest-Voelcker, RCA Victor 
In a Clock Store-Orth, RCA Victor 
Spring Song-Mendelssohn, Listening Program, Vol. 3, RCA Victor 
To a Water Lily-MacDowell, Listening P.rogram, Vol. 3, RCA Victor 
Toy Symphony-Hayden, Listening Program, Vol. 3, RCA Victor 
!/L. Eileen MacMillan, Guiding Children's Growth Through Music, 
Ginn and Company, Boston, 1959, pp. 214-230. 
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Phase IV - Lesson I 
Objective 
To prepare the children for independent writing through guidance 
and direction in a class discussion. 
Procedure 
~ach child should have a pencil and paper. 
Class discussion: 
Topic: Types of Fun in the Snow 
Question:: 
What do you like about the snow? 
What do you like to do best in the snow?· 
With whom do you have this fun? 
What do you do? 
Where do you do this? 
When do you do this? 
Why and How do you do this? 
(Use your own reactions 
in filling in these ques-
tions as you receive the 
answers.) 
(These ideas may be written 
on the board or on news-
print. It would be good to 
leave them so they can be 
seen tomqrrow.) 
After you feel the discussion has been stimulating enough to give 
each one in the class some good ideas about writing about their 
experiences in the snow, tell them that you would like to have 
them write an exciting story about them. If they wish, they may 
list their ideas on the paper before they start writing their 
story. 
Motivate the writing of a good story by telling them that perhaps 
people, other than those in the class will have a chance to read 
them if they are very interesting and exciting. 
Also explain that you are going to allow time for the next two 
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days so that they can think about their ideas and write them -care-
fully. 
Encourage the use of their readers, notebooks, and supplementary 
books for ideas and the spelling of words. 
Phase IV - Lesson II 
Briefly review the ideas discussed yesterday. 
Add any new ones given. 
Have children work on their own stories. 
Phase IV - Lesson III 
Have the children work on their own stories. 
Proofread. 
Emphasize correct capitalization, punctuation, spelling and sequence. 
Have them rewrite their stories. Emphasize good handwriting and 
neatness. 
Allow them to illustrate.them if they wish. 
Display as many as possible, 
Phase IV - Lesson IV 
Objective 
To prepare the children for independent writing by having them 
write stories similar to those they have read. 
Procedure 
Arrange the children in heterogeneous groups of five. 
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Appoint a leader and a recorder for each group. If you wish, you 
may allow the children to make the appointments. 
Bach child should have a pencil and paper. The recorder should 
have extra paper. Leave extra paper with each group in case it 
is needed. 
Class discussion: 
Question types of stories the children have read through in-
terest. 
Ex.: Fables, Legends, Fairy Tales, Tall Stories. 
Allow them to tell about them briefly. 
Tell them that you would like each group to discuss the possibility 
of writing a fable. If they need ideas, suggest: 
. 
How the lion became king of beasts. 
How the skunk got his white stripe. 
How the lamb learned to say, "Baa, Baa." 
How the dog became man's best friend. 
A hunting experience. 
The horse who could fly. 
The great man of the forest. 
The king who had no shoes. 
Add some of your own ideas. 
After you have discussed these briefly, have the groups discuss 
their ideas. 
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Remind the leader that he is to make sure they s·tick to one topic. 
The recorder is to list the ideas. (Encourage sequence with the 
use of Who, ~~ When, Where, Why and ~.) 
If they finish the discussion fairly quickly, tell them that each 
one is to write his own fable. The group ideas may be used and 
each one is to use some of his own ideas to make it interesting 
and exciting. 
Try to give the children enough time to write some of their initial 
ideas. 
Encourage thinking about the story later in the day, and tell them 
you are giving them more time tomorrow to work on it. 
Phase IV - Lesson V 
If necessary for motivation, allow the groups to briefly discuss 
the ideas they spoke about yesterday. 
Add any new ideas to yesterday's lists. 
Have the children work on their stories. 
Phase IV - Lesson VI 
Have the children work on their own stories. 
Proofread. 
Emphasize correct capitalization1 punctuation1 spelling and se-
quence. 
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Have them rewrite their stories. Emphasize good handwriting and 
neatness. 
Allow them to illustrate if they wish. 
Display as many as possible. 
Phase IV - Lesson VII 
Objective 224 
To prepare the children for independent writing using music for 
motivation. 
Procedure 
~rrange the children in groups of five heterogeneously. 
Each child should have a pencil and paper. 
Using a lilting type of composition such as is used in primary grades, 
an instrumental such as is now popular, or a composition from the 
I 
suggested list, have the children listen and write words and/or 
phrases (or sentences) that are suggested to them by the music. 
Play the music for about three minutes, then give the groups time 
to compare their reactions. Compare reactions of the groups. 
Now direct the children to listen this time and try to think of 
colors or colorful words and/or phrases that the music suggests. 
(Write if they wish.) Have the groups compare reactions. Have a 
short discussion ~th the class. 
Now play ~he music ~th the direction that they are to try to think 
of forms and/or actions as the music is played. (Write if they wish.) 
Have the groups compare reactions. Short discussion with teacher. 
Now play the music with the direction that they are to think (and 
write if they wish) of something happening or some type of idea 
that the music suggests. 
Have the groups compare reactions. Short class discussion to com-
pare group ideas. 
Culmination 
Allow children to give reactions as to how the music helped them to 
think. 
Encourage copying some of their ideas in their notebooks. 
Emphasize correct spelling and careful copying. 
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Phase IV - Lesson VIII 
Objective 
To prepare the children for independent writing using music for 
motivation. 
Procedure 
Bach child should have a pencil and paper. 
Tell the children that you are going to play some music and that 
they are to write all the ideas that the music suggests. Use a 
different composition from that used yesterday. 
Give them a few suggestions: 
Try to think of a person or people. 
Picture what they look like. 
Think of what they are doing. 
Try to picture the place that this is happening in. 
Is it day or night? 
What season is it happening in? 
What kind of weather is it? 
Are the people very happy about what is happening or are 
they very sad? · 
Maybe the music will suggest something that you would like 
to have happen to you. 
Play the music for about five minutes. 
Ask for reactions. If the reactions are not too good, question 
again. 
Play the music again so that the children can think about it and 
add to the ideas they have already written. 
Chances are that you will have to play the composition a third time 
in order to give the children a chance to collect their thoughts 
and develop their ideas. 
Tell them that you would like them to put these ideas together 
and write an exciting story for you. 
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Allow each one to write his own story. Encourage listing ideas 
first if it helps them in keeping the sequence. 
Culmination 
Tell the children to read their stories and think· about them later 
on during the day. Tell them they will have time tomorrow and the 
next day to work on them. 
Phase IV - Lesson IX 
If necessary for motivation, play the music again today to stimu-
late the ideas of yesterday and perhaps add new ones. 
Discuss briefly. 
Have the children work on their staries. 
Give individual help and encouragement when needed. 
Phase IV - Lesson X 
Have the children work on their own stories. 
Proofread. 
Emphasize correct capitalization, punctuation, spelling and sequence. 
Have them r~ite their stories. Emphasize good handwriting and 
neatness. Allow them to illustrate if they wish. 
Display as many as possible. 
1. Encourage the children to write their own stories in-
dependently of your motivations. 
2. It may be helpful to briefly review some of the lessons 
that were found to be difficult. 
3. When you suggest independent writing, encourage the use 
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of readers, notebooks, and supplementary materials for 
ideas, spelling, sequence, capitalization and punctuation. 
Ideas for further enrichment for your own use with your class 
are being prepared for you. These may be used as you wish 
after the experiment is completed. My intention in preparing 
these materials is to continue the interest in successful in-
dependent writing. 
APPENDIX C 
FINAL TESTS USED IN EXPERIMENT 
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FINAL TESTING 
1. California Language Achievement-Form X 
2. Kottmeyer Phonetic Spelling Test 
(Same as in initial testing) 
3. Check List for Quality of Dictation 
4. Check List for Answering Questions in 
Complete Sentences 
5. Speed of Writing Test 
(Same as in initial testing) 
6. Quality of Independent Writing 
(Scale used is same as in initial testing) 
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7. Quantity of Ideas Used in Independent Writing 
(Scoring used is same as in initial testing) 
Upper Primary • GRADES 3 and L4 • FotmX 
California Language Test 
W X Y Z SERIES 
DEVISED BY ERNEST W. TIEGS AND WILLIS W. CLARK 
TO BOYS AND GIRLS: 
This booklet has some games you will like. They will show what 
you know about capital letters, periods, commas, and so forth, and 
how well you can spell. Do as many of them as you can. 
DO NOT TURN '(HIS PAGE UNTIL TOLD TO DO SO. 
1957 EDITION 
1st Printing 
BLISHED BY CALIFORNIA TEST BUREAU- 5916 HOLLYWOOD BOULEVARD- LOS ANGELES 28, CALIFORNIA 
lNCH OFFICES: NEW CUMBERLAND, PA.; MADISON, WIS.; DALLAS, TEXAS-COPYRIGHT © 1957 BY CALIFORNIA TEST BUREAU-COPY-
HT UNDER INTERNATIONAL COPYRIGHT UNION-ALL RIGHTS RESERVED UNDER PAN-AMERICAN COPYRIGHT UNION-PRINTED IN U.S.A. 
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Month Day Year 
DIAGNOSTIC ANALYSIS OF 
LEARNING DIFFICULTIES 
5. Mechanics of English 
A. CAPITALIZATION: 
c=J 1, 5 • • ·: • ·- • • ·Pronoun "l" 
C]2, 7,16 • • • • • • • • • Names of persons 
CJ 3, 4, a • • - • • • • •• Names of months or day~ 
0 6,!1,10,] ., f I 12, 13 • - • • • • • names o p aces 
C)14, 19 • • ~ • • • • •• First words of quotations 
D ~!: ~:· 17• J · • -· • • First words ohentences 
B. PUNCTUATION: 
D t,a,to, J 11, 13, 14, • • • • • • Periods 16, 17 
CJ 2, 3, 5, 7,19 - • • • • • Que$tlon marks 
D 4,8,9,12,] ... 15, 18, 20 •• • •• • .. ommas 
C. WORD USAGE: 
CJ 1, 7 .. • • • ~ (fl '" 1\1- '* ~ ,.. Case 
D 2, 11, 14,] T nse 16, 18 • • • • • • e 
c=J 3, 4, s, 17 • • ••• • • Number 
D &, 6, a, 10,] 12, 13, 15, • • • • • • Good usagl! 19,20 
TEST 5-SECTION A 
DIRECTIONS: Below are some sentences and a story. You are to make 
an X on each word (not already capitalized} that 
should start with a capital letter. 
JTENCES 
She and i are pupils. 
Have you talked to mary? 
It is cold in the month of november. 
The day was thursday, April 6. 
When may i come again? 
The capital of Virginia is richmond .. 
Why did jack go home? 
I wrote to Mark last tuesday. 
Have you been to Hoover dam? 
We come from Tulsa, oklahoma. 
how did you find out? 
We spent· a week in the rocky Mountains. 
We live on olive Road. 
Father said, "you may sit down." 
my cousin visited us last year. 
)RY 
My friend's name is jack. 
he goes to school on Third Street. 
one ·day our teacher, Miss Jones, 
. said, "who would like to read a poem?" 
only Jack raised his hand. 
~e 3 
P L-X 
Diagnostic Notes 
Test 5 - Sec. A Score 
!number right) ............................... . 
TEST 5-SECTION B 
2 
DIRECTIONS: Below are some sentences .and a story. You are to writ 
in the · 
periods (.) 
commas C,) 
• question marks (?) 
that have been left out of the sentences and the stor) 
SENTENCES 
1. I fell off my chair 
2. Where does this bus stop 
3. May I have the salt 
4. The song was written on May 12 1922. 
5. How do you play this game 
6. It took the dog less than 1 min to 
catch the rabbit. 
7. How do you spell your name 
8. Walter asked "Can you see me?" 
9. Cherries pears, and grapes are my 
favorite fruits. 
10. Fri is the short form for Friday. 
11. Capt John Smith was a famous man. 
12. Harry cried "Don't run .. away~" 
13. Detroit, Mich is known for making cars. 
14. Beverly Dr is near the park. 
15. I need pens pencils, and paper for school. 
16. Christmas is on Dec 25. 
STORY 
17. Jack goes to school on Third Street < 
18. His teacher, Miss Jones, said "Who 
19. would like to read a poem " 
20. Jack said "I would." 
Page 4 
CUP L-X 
Diagnostic Notes 
Test 5 - Sec. B Score 
(number right) ............................. . 
TEST 5-SECTION C 
DIRECTIONS: Below are some sentences that have two words set off 
by parentheses ( ). You are to make an X on the one 
which you think is correct in each sentence. 
. Will you go with (I me)? 
. I (saw seen) the tigers in the zoo. 
. This clock (run runs) well. 
. Harry and Jill (are is) schoolmates. 
. She (doesn't don't)- read well. 
. This toy (isn't ain't) mine. 
. He and _(I me) like to play ball. 
. He is in (are our) club. 
We (was were) glad to hear from you. 
My brother (learned taught) me how 
to swim. 
. Jim has (known knowed) my brother 
for years. 
My sister (doesn't don't) look like me. 
He sometimes talks to (hisself himself). 
He (began begun) to cry when she left. 
My father (he works works) in town. 
I have just (wrote written) a poem. 
There (are is) some pies in the oven. 
I have never (eaten ate) a better peach. 
Yesterday they went to town· all by 
(theirselves themselves). 
(Isn't Aren't) most houses painted · 
white? 
~e 5 
~L-X 
Diagnostic Notes 
Test 5 - Sec. C Score 
(number right!._ ........................... .. 
TEST 6 
DIRECTIONS: Write the words that are pronounce& 
1. 14. 
2. 15. 
3. 16. 
4. 17. 
5. 18. 
6. 19. 
20. 
8. 21. 
9. 22. 
10. 23. 
11. 24. 
12. 25. 
13. 
Page 6 
CUP L-X 
Test 6 Score 
(number right) .....................•...... 
231 
CHECK LIST FOR QUALITY OF DICTATION 
Directions: 
Have the children write their names on a piece of lined paper. 
Tell them that you are going to tell them a story and have 
them write it. Have them listen while you read the complete 
story to them. 
uThe wind blew very hard against my face. 
As I walked along, I saw a flower smiling at me. 
All at once, I knew it was spring." 
Now tell them that you are going to say one sentence at a time, 
and they are to write it. Tell them to write the words the 
way they sound. 
Scoring: 
The number of capitalizations, punctuations and spelling words 
were counted. The following scale was established: 
1. Highest possible score 
a. Capitalization 
b. Punctuation 
c. Spelling 
38 
6 
5 
27 
CHEOK LIST FOR ANSWERING QUESTIONS 
IN COMPLETE SENTENCES 
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Name: _______________________________ Date: ________________ __ 
Answer these questions in complete sentences. 
1. What do you like to do during the spring season? 
2. When you hear the word "Easter, tt what do you think about? 
3. Where would you like to go for a vacation? 
4. What is your favorite sport? 
Directions for giving the check list: 
1. Give out the papers. 
2. Make sure each child has a pencil. 
3. Tell the children that you would like them to answer 
the questions in complete sentences. 
4. Give as much time as needed. 
Scoring the check lists: 
For correcting an arbitrary scale was established: 
1. Highest possible score 12 
.a. Capitalization 4 
b. Punctuation 4 
c. Completeness 4 
2. Possible score for each question 3 
3. Possible score for each category 1 
4. If the child had more than half of each category 
correct, he received a score of "1." 
If he had less than half correct for each category, 
he received a score of no. tt 
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INDEPENDENT WRITING 
Objective 
To evaluate the quality of expression and the quantity of 
ideas. 
Procedure 
The children should have pencils and lined paper. 
Tell them that you would like them to write a story about 
anything they like. As a suggestion tell them that Signs of 
Spring would be a good topic, or Things. They Like to. do in 
Spring. 
Have a short class discussion about spring and the things 
one likes to do during the spring. 
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They may write a short story or a long story. They may write 
about whatever they would like to write. 
Warn them not to worry about spelling. They may write the 
words as they sound. 
Be enthusiastic in your interest. 
Give the children as much time as they need. 
Scoring y 
Use of Anderson's Scale. 
YAnderson, op. cit. 
APPENDIX D 
SAMPLES OF CHILDREN'S WRITINGS 
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SAMPLES OF CHILDREN'S WRITINGS 
The following pages show a sampling of the type of 
writing young children can do when they are given the free-
dom of expression and interested guidance. 
The samples were taken at random from groups of chil-
dren's writings of various qualities. 
Please accept the apology of the writer for the re-
production--the personal touc~es of the children and the 
writing is not as good as that in the original copies. 
-236-
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APPENDIX E 
TEACHERS' REMARKS 
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REMARKS FROM THB T.EACHBRS 
On the following page are some quotes from letters re-
ceived from the teachers who participated in the experiment. 
Many letters were received both during and after the 
experiment which were most encouraging to the writer. The 
quotes selected are representative of the many interested· 
and enthusiastic statements made by ten very wonderful 
teachers. 
-247-
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